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 This mixed methods, convergent parallel design study utilized the Global Perspective 
Inventory and related open-ended questions to compare the responses of International 
Baccalaureate Diploma Programme teachers with their peers who teach the standard high school 
social studies curriculum, situated in three large public school districts in one Southeastern US 
state.  The IB is considered one of the most important settings for effective K-12 global 
education, and it is important to determine the extent to which IB teachers demonstrate global 
competencies that differ from their non-IB peers.  In general, teachers in both groups scored 
similarly, but the IB teachers scored slightly but significantly lower on inventory scales that 
measured their self-understandings in relation to their backgrounds and the extent to which they 
engage with people of diverse groups.  However, when controlled for teachers’ 
sociodemographic characteristics, IB teachers demonstrated higher scores on the inventory scale 
indicating their interactions with people of diverse groups.  Furthermore, the differences between 
these groups was corroborated through teachers’ qualitative responses to open-ended questions.  
Additionally, teachers’ responses to open-ended questions demonstrated that teachers in both IB 
and non-IB groups who scored more highly on the quantitative inventory also generally had 
more detailed and nuanced global understandings.  Moreover, teacher responses to open-ended 
questions highlighted barriers to global education, including curricular inflexibility, student 
tracking, and re-segregation.  Teachers also reflected that their globally-focused professional 
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learning has been most effective when it has been ongoing and has provided time for integration 











To the memory of my father, Dr. Lamar J. Brooks,  
my inspiration to be kinder, more caring, more generous,  
more knowledgeable, and more inquisitive 
 
To the memory of my grandmother, Nell Rogers Fowler, and her sister, Beth Rogers Woody, 
brilliant teachers who dedicated their lives to 











 Most importantly, I would like to acknowledge my wonderful family, especially Kevin.  
This project has taken significant time and energy, and it absolutely would not have been 
possible without my family’s love and support.  From the bottom of my heart: Thank you! 
I would also like to acknowledge the support of my colleagues and administrators at 
Broughton High School throughout the many years I have spent as a graduate student and, 
particularly, during the time I have worked on this research project.  I am honored to be a part of 
the Broughton community as we endeavor to live our mission every day, working with students 
to “become global citizens who value diversity, collaborate effectively, and share their talents to 






TABLE OF CONTENTS 
LIST OF TABLES………………………………………………………………………………...x 
CHAPTER 1: RESEARCH OBJECTIVE OVERVIEW…………………………….…..………..1 
 Introduction………………………………………………………………..………………1 
 Problem Statement and Rationale…………………………………………...…….………4 
 Conceptual Framework…………………………………………….…...…………………7 
Research Questions…………………………………………….………………………….9 
Methods…………………………………………….……….……………………………10 
Definition of Terms…………………………………………….……………………..….12 
CHAPTER 2: LITERATURE REVIEW……………………………………………...…………15 
 Introduction…………………………………………….………………………...………15 
 Relevant Literature…………………………………………….…………………………17 
  Global Education and the Social Studies…………………………………...……17 
  International Baccalaureate Diploma Programme and Global Education……….21 
  Theoretical Foundations of the Global Perspective Inventory………………..…34 
 Conclusion…………………………………………….…………………………………43 
CHAPTER 3: METHODS…………………………………………….………………….……...44 
 Introduction…………………………………………….………………………………...44 
 Theoretical Framework and Research Methodology………………………………….…45 
 Hypotheses…………………………………………….…………………………………48 




 The Instrument………………………………………………….……….……………….51 
 Data Collection and Analysis…………………………………………………………….57 
 Timeline……………………………………………………………….……...………….60 
 Assumptions and Limitations……………………………………………………………62 
 Positionality………………………………………………….………….……………….63 
 Summary…………………………………………………………………...…………….64 
CHAPTER 4: DEMOGRAPHIC AND QUANITITATIVE RESULTS……………...…………66 
 Introduction…………………………………………….……………………………..….66 
 Demographics…………………………………………….………………………..…….68 
 Quantitative Analysis of the Inventory……………………………………………….….73 
  Significance Analysis…………………………………………….………………73 
  Impact of Demographic Factors on the Self-Ratings of the Two Groups……….78 
 Summary…………………………………………………………………...…………….81 
CHAPTER 5: QUALITATIVE RESULTS………………………………………….….…….…83 
 Introduction…………………………………………….…………………….…….…….83 
 Qualitative Analysis and Outcomes Summary…………………………………………..84 
 Results in Relation to the Inventory Scales……………………………..…………….…89 
  Cognitive Knowing………………………………………….…..…….…………89 
  Cognitive Knowledge………………………………………..….………….……95 
  Intrapersonal Identity…………………………………………………….………98 
  Intrapersonal Affect…………………………………………….………………100 
  Interpersonal Social Responsibility……………………………………….……103 
ix 
 
  Interpersonal Social Interactions…………………………………….………….104 
 Additional Emergent Themes………………………………………….……….………107 
  Barriers to Global Education…………………………………...………………107 
  Professional Development Recommendations…………..……………..………108 
  Professional Development Successes…………………..………………………109 
 Summary…………………………………………….…………………….……………110 
CHAPTER 6: DISCUSSION…………………………………………………..…….…………111 
 Introduction……………………………………………………………..………………111 
 Research Findings…………………………………………………………...….………116 
 Strengths and Limitations…………………………………..…………………..………123 
 Applications and Recommendations……………………………………………………124 
 Directions for Future Research……………………………………...………….………130 
 Conclusion…………………………………………….………………….…………….131 















LIST OF TABLES 
Table 1—Demographic Analysis…………………………………………….…………….…….69 
Table 2—Courses Taught…………………………………………….………………………….71 
Table 3—Scores and Comparisons………………………………………………...…………….74 
Table 4—Teachers’ IB or Non-IB Affiliation and Sociodemographic 
Variables on Self-Rating Scores of the Interpersonal Social Interactions Scale………………...80 
 
Table 5—Demonstration of Qualitative Coding………………………………………………....86 
 





















RESEARCH OBJECTIVE OVERVIEW 
Introduction 
 This research project and dissertation compared the global perspectives of International 
Baccalaureate (IB) Diploma Programme social studies teachers with their peers who do not teach 
in the IB Diploma Programme, and the goal was to determine if teaching in the IB Diploma 
Programme (or teaching outside the Diploma Programme) (independent variable) is associated 
with differing global perspectives (dependent variable) and why this may or may not be the case.  
For the purpose of this study, global perspectives were operationalized by the Global Perspective 
Inventory (Global Perspective Institute, 2013).  This Likert scale evaluation emphasizes 
cognitive, interpersonal, and intrapersonal aspects of global awareness, addressing issues such as 
global knowledge, social responsibility, self-understanding in a global context, desire to develop 
a deeper understanding of others’ identities, and intercultural communication skills.  A further 
explanation of this inventory is provided later in this text.  Through this mixed methods, 
convergent parallel design study, groups of IB and other high school social studies teachers’ 
perspectives were evaluated by the Global Perspective Inventory, which includes 35 Likert scale 
prompts through which participants self-rated their level of global and intercultural interest and 
awareness.  In addition to the 35-prompt inventory, teachers provided demographic information 
related to their teaching experiences, travel experiences, proficiency in languages other than 
English, courses taught and for how long, and experience with the IB.  Additional open-ended 
questions provided participants with the opportunity to express the ways that they take cultural 





with multiple perspectives, the barriers they experience in relation to global or intercultural 
teaching, and their needs for professional development.  As a convergent parallel design study, 
the researcher used concurrent timing to implement the quantitative and qualitative studies 
during the same phase of the research process (Creswell & Plano Clark, 2011).  Then, the 
researcher analyzed Likert scale (quantitative) responses separately from the open-ended 
(qualitative) responses.  The separate quantitative and qualitative outcomes then were compared 
and related to one another for verification and deeper understanding (Creswell & Plano Clark, 
2011).  A further explanation of the inventory and analysis is provided subsequently in this 
dissertation, and the inventory and additional demographic and open-ended questions are 
available in the Appendix. 
The IB has been considered one of the primary laboratories for global citizenship 
education since its inception in the 1960s (Hill, 2007), and global perspectives are strongly 
identified in the IB mission statement: 
The International Baccalaureate aims to develop inquiring, knowledgeable and caring  
young people who create a better and more peaceful world through intercultural 
understanding and respect.  To this end, the organization works with schools, 
governments and international organizations to develop challenging programmes of 
international education and rigorous assessment.  These programs encourage students 
across the world to become active, compassionate and lifelong learners who understand 
that other people, with their differences, can also be right.  (International Baccalaureate, 
2015c, p. 4) 
 
While designing the first curriculum and assessments, teachers and administrators at the 
international schools that initiated the program recognized the value of their students 
investigating and critiquing multiple perspectives rather than uncritically adopting a nationalist 
view of history and culture, and many of these learning experiences were to take place in social 
studies classes (Hill, 2007), which have been the focus of this study.  Through the Diploma 





are expected to understand common heritages while also developing positive views of diverse 
peoples and cultures (Hill, 2007).  They are expected to consider the interdependency of nations 
while also encouraging freedom of thought and service to others (Hill, 2007).  Students should 
have opportunities to develop meaningful understandings of social justice, equity, cultural 
diversity, care for the planet, contemporary global issues, peace and conflict, and communication 
skills in multiple languages (Hill, 2007).  By embedding these attitudes and skills within a 
rigorous curriculum, IB Diploma Programme students are expected to be prepared to become 
global citizens who are able to address local-to-global problems (Hill, 2007).  Global 
perspectives encouraged by the Diploma Programme curriculum are strongly aligned with 
broader literature on the topic, and a fuller discussion of this literature is available in Chapter 2.  
Furthermore, as is demonstrated in Chapter 2, the global perspectives encouraged by the IB are 
closely aligned with those measured by the Global Perspective Inventory that was utilized in this 
study.  For example, the IB Diploma Programme emphasizes—and the Global Perspective 
Inventory assesses—openness to differing cultures and perspectives, development of positive 
relationships with people from diverse backgrounds, and work for the rights of others. 
 Given the context of the IB Programme, which has the intention of being a globally- 
focused educational opportunity, one might question the extent to which there are actual 
differences between the experiences of IB Programme students and students who do not enroll in 
the program.  Additionally, more central to this research, what differences are there, if any, 
between IB Diploma Programme social studies teachers and their peers who do not teach in the 
program?  If there are differences between these groups, what accounts for these differences? 
The following chapter provides a further statement of the problem, a rationale for its 





methodology, and definitions of key terms.  Ultimately, the investigation of this issue yielded 
useful recommendations for expanding the global perspectives of IB Diploma Programme 
teachers, which have the possibility of improving teaching and learning in their classrooms. 
Problem Statement and Rationale 
 Noddings (2005) noted that the world has entered an age of speedy travel and nearly 
instantaneous communication.  People and nations concern themselves with preserving the earth 
and providing a positive existence for nonhuman and human beings.  Individuals wish to enjoy 
diversity but they also long for unity.  They “dream of peace in a world perpetually on the edge 
of war” (Noddings, 2005, p. 1).  According to Noddings, in response to these issues, education 
for all students should promote global citizenship, which encourages economic justice, 
protection of the planet, appreciation for diversity, and peaceful resolution to conflicts.  Rather 
than contributing to hatred, ignorance, and distrust, “We teachers must engage our students in 
open, honest dialogue—sharing, guiding, and staying with them as they struggle with problems 
we have not solved” (Noddings, 2005, p. 135).    
 While Noddings (2005) emphasized the importance of global education, Gaudelli (2003) 
noted a concern by asserting that “global education has generally lacked a firm empirical 
foundation through much of its curricular history” (p. 25), and much of this research has focused 
either on student learning outcomes or on barriers teachers experience when attempting to 
engage their students in meaningful global education.  For example, in one of the earliest surveys 
of IB students, Torney-Purta (1986) demonstrated that the greatest global awareness was evident 
among students who were enrolled in long-established IB schools that emphasized globally 
themed professional development for teachers and a global focus in both curricular and extra-





 Merryfield (1998) expanded upon the importance of teacher professional development in 
relation to student learning outcomes.  Although many teachers were able to make surface-level 
connections between global content and students’ lives, more experienced and trained global 
educators were capable of engaging students in discussions of injustices and hegemony, utilized 
higher-order thinking strategies within global lessons, and created experiential cross-cultural 
learning experiences for their students.  Other researchers have noted that many teachers need 
further training in developing opportunities to make holistic and cross-curricular connections 
within global lessons (Vulliamy & Webb, 1993).  When they do not have such training and/or do 
not have resources that assist them, they may not choose to engage in globally focused curricula 
(Tye & Tye, 1992).  More recent research has indicated that such problematic trends have 
continued into the current decade.  For example, Poole and Russell (2013), who utilized the 
Global Perspective Inventory central to this study, noted that teachers continue not to have the 
necessary training to help students develop global citizenship and promote globalization, even in 
the age of increased globally-focused programs and curriculum initiatives, such as the IB.  For 
example, among the teachers Poole and Russell surveyed, 42% agreed that their own culture has 
the better approach when faced with cultural differences, 46% agreed that the majority of their 
friends were from their own cultural group, and only 56% felt informed about current world 
affairs.  A further discussion of the importance of global education and of teacher competencies 
to elicit student global learning is provided in Chapter 2.   
 Given that the focus of the current research is related to the IB Diploma Programme and 
that the research discussed previously focuses on the importance of improving teacher 
professional development in order to assist students in the development of global competencies, 





research within the IB.  The IB website (ibo.org) maintains a continually updated database of 
recent research published on IB programs.  In April 2016, the database included 5,893 
references.  A search of these references indicated that publications include a variety of topics, 
many of which focus on educational outcomes of IB students after they complete the program 
and enter a university.  Many other articles addressed the development of civic-mindedness 
among IB students.  Further articles compared and contrasted the IB with the national curriculum 
of one or more countries.  A very small number of articles addressed the importance of ongoing 
professional development to expand educators’ global awareness and thus the global awareness 
of their students.  However, none of these articles compared global perspectives between IB-
trained and non-IB educators within the population of high school social studies teachers. 
 Given that the mission and curriculum of the IB strongly emphasize the importance of 
global perspectives, it is of great importance to develop a deeper and more holistic understanding 
of the extent to which IB Diploma Programme social studies teachers’ global perspectives 
compare with other social studies teacher peers, particularly given the challenges identified in the 
research cited in this section.  As was stated previously, IB social studies courses have been 
considered an important component of the program for the consideration of these issues since the 
inception of the program in 1968 (Hill, 2007).  However, recent research has not investigated the 
development of global perspectives in Southeastern US IB public schools, which now comprise a 
large percentage of IB schools globally (Bunnell, 2011).  As a result, there is little systematic 
understanding of how these teachers understand and express their global perspectives; thus, there 
is little understanding of the ways that IB Diploma Programme students have the opportunity to 





In light of the problem stated, the central purpose of this research was to explore 
International Baccalaureate (IB) Diploma Programme social studies teachers’ global perspectives 
in contrast to other high school social studies teachers, as evaluated by the Global Perspective 
Inventory and follow-up open-ended questions.  Given the high levels of growth of the IB in the 
Southeastern United States, including the state in which this research has taken place, as well as 
this particular state’s extensive funding, including a provision for the state to fund all registration 
and examination fees (Broaden Access and Successful Participation in Advanced Courses Act, 
2013) at an expense of over $800 per IB Diploma candidate, the exploration of these attitudes 
and practices in this Southeastern state of the USA is of particular interest.  Do IB Diploma 
Programme social studies teachers have broader, deeper, and/or more nuanced global perspective 
than their peers?  If they do, given that all students, not just IB students, need to experience high-
quality global education in the global age described by Noddings (2005), are there lessons that 
could be learned from IB professional development that could be applied to non-IB educators?  
If the global perspectives of both groups are limited, what professional development might be 
proposed for all teachers?  To the extent that there are differences between the groups as 
measured by the quantitative portion of the study, the qualitative section explains and explores 
the reasons behind these differences, resulting in possible implications for professional 
development and curriculum change.  Provided that this study has taken place in a several large, 
urban school districts in the Southeastern USA, results might be generalized to similar school 
districts in the same region. 
Conceptual Framework 
The Global Perspective Inventory (Braskamp, Braskamp, & Engberg, 2013; Global 





conceptual framework for the project. The inventory’s authors developed the questionnaire from 
the theoretical foundations of (1) intercultural maturity and (2) intercultural communication.  The 
inventory authors rooted their questions in Kegan’s (1994) In Over Our Heads, which 
emphasizes the understanding that adults continue to learn through a dynamic process that 
includes cultural demands and assistance from peers.  According to Kegan, development takes 
place across cognitive, interpersonal, and intrapersonal domains, and mature individuals 
demonstrate self-authorship by balancing external influences with personal interests. 
The authors of the inventory further cited the work of King and Baxter Magolda (2005), 
who applied Kegan’s (1994) work in a global context.  Utilizing Kegan’s (1994) three domains, 
King and Baxter Magolda (2005) created a developmental model of global perspectives that 
emphasize the recognition of multiple perspectives (cognitive domain), understanding of 
personal values (intrapersonal domain), and recognition of interdependency with diverse others 
(interpersonal domain).  A further foundation of the theoretical model (and thus the Global 
Perspective Inventory) is the importance of intercultural communication.  Braskamp, Braskamp, 
and Engberg (2013), the initial inventory authors, identified the paramount importance of 
effective communication across cultures in today’s pluralistic society.  The inventory authors 
drew upon the work of Chen and Starosta (1996), who developed a triangular model that 
emphasizes intercultural awareness, intercultural adroitness, and intercultural sensitivity in the 
development of effective intercultural communications.  A further explanation of the theoretical 
basis of the inventory, its validity and reliability, its specific questions and subscales, and its 
applications in research is provided in Chapters 2 and 3.   
Given the well-grounded theoretical construct for the inventory, its extensive use in 





current research into the variety of phenomena that it evaluates.  Furthermore, given its holistic 
evaluation of cognitions, behaviors, intercultural communication skills, personal attitudes, and 
interpersonal skills, it is the most appropriate broad measure of the global perspectives that are 
the aim of this research.  Other theoretical frameworks, such as Deardorff’s (2006) intercultural 
competence assessment model, Hanvey’s (1976) global orientation development model, or the 
variety of multicultural education frameworks (Grant & Sleeter, 1998; Bennett, 2001) do not 
include the full range of global perspectives addressed by the inventory and its underlying 
framework.  As a result, Braskamp, Braskamp, and Engberg (2013) provide the most appropriate 
conceptual framework for this research. 
Research Questions 
  In light of the problem and purpose stated previously, the following were the primary 
research questions for exploration.  A full explanation of the hypotheses in relation to both of 
these research questions is provided in Chapter 3. 
1. Is there a significant difference self-assessed by the Global Perspective Inventory’s total 
score and six subscales when comparing International Baccalaureate (IB) Diploma 
Programme social studies teachers and other 11th and 12th grade social studies teachers, when 
controlled for teachers’ sociodemographic and professional characteristics?  If there are 
differences, to what extent and in what specific areas do they exist? 
2. To what extent and in what ways do qualitative answers to open-ended questions contribute 
to a more comprehensive and nuanced understanding of the causes and effects of the 
differences between these two groups of teachers, and what practical suggestions might these 







 This study utilized a mixed methods (quantitative plus qualitative) convergent parallel 
design (Creswell & Plano Clark, 2011).  This method is the most appropriate design when the 
researcher wishes to conduct both quantitative and qualitative techniques simultaneously and 
then makes both quantitative and qualitative comparisons between groups (Crewell & Plano 
Clark, 2011).  This design took place in one phase with both quantitative and qualitative 
components.  In the quantitative portion that applied most readily to research question one, this 
project utilized the Global Perspective Inventory, distributed electronically, to compare the 
results of two groups of teachers in regard to their global perspectives (Braskamp, Braskamp, & 
Engberg, 2013; Global Perspective Institute, 2013).  Data were analyzed and compared between 
the groups (IB Diploma Programme social studies teachers and other high school social studies 
teachers) to recognize similarities and differences between the groups by utilizing both 
descriptive and inferential statistics.   
The qualitative portion involved open-ended questions that were added to the quantitative 
Global Perspective Inventory (Braskamp, Braskamp, & Engberg, 2013; Global Perspective 
Institute, 2013).  These questions more closely addressed research question two.  These open-
ended questions were developed to invite teachers to elaborate upon how they helped students to 
develop global awareness, the types of professional development they have experienced and 
wished to have, and the barriers they have faced when engaging students with diverse global and 
cultural issues.  Responses to the open-ended questions were coded for the most common themes 
and were analyzed for their demonstration of the various scales of the inventory. 
Although the quantitative and qualitative portions of the study took place simultaneously, 





(Creswell & Plano Clark, 2011).  After gathering and analyzing the quantitative and qualitative 
data independently from one another, the quantitative and qualitative portions of the research 
were compared and combined to demonstrate qualities that were are similar or different.  The 
two portions of the research further were utilized to verify one another, and the qualitative 
portion elaborated on underlying reasons and applications of the quantitative data.  From this 
information, the researcher made recommendations for improvement in curriculum design, 
instructional strategies, and professional development.  A further explanation of and justification 
for the methods used for this study is provided in Chapter 3. 
In regard to population and sampling, the inventory, including both quantitative and 
qualitative portions, was distributed electronically via email to all high school social studies 
teachers who work in IB Diploma Programme schools as well as a random selection of 
additional high schools in three large, urban and suburban school districts located in a 
southeastern US state, totaling 15 schools.  Further information regarding sampling is provided 
in Chapter 3. 
Ultimately, the study revealed important information in relation to global perspectives in 
education and makes a valuable contribution to the literature.  The study has identified the extent 
to which there are differences in global perspectives between IB Diploma Programme and other 
high school social studies teachers.  Furthermore, in areas where differences are noted, the 
research has highlighted the underlying attitudes, behaviors, and practices between the two 
groups.  As Noddings (2005) noted, given that global education is of great importance for all 
students in the contemporary world, whether or not they are enrolled in an IB Diploma 
Programme, this research has highlighted methods for improving professional development and 





Definition of Terms 
International Baccalaureate (IB)—A global education organization that provides programs for 
students from ages 3 through 19.  Founded in Geneva, Switzerland in 1968, the IB provides 
extensive curriculum and assessments for its constituent schools.  IB Programmes have an 
underlying mission that emphasizes peace, justice, and sustainability, and IB curriculum 
emphasizes critical thinking skills, inquiry, communication in multiple languages, and service. 
  
IB Diploma Programme—A rigorous, pre-university course of study for the final two years of 
secondary school.  Diploma Programme students engage in six diverse subjects across the two 
years, and they also complete the IB core, which includes the Theory of Knowledge course, a 
4,000-word Extended Essay (research project and paper) and CAS (Creativity, Activity, and 
Service).  Diploma Programme graduates can utilize their IB Diploma for admission and/or 
advanced standing at the university. 
 
Global perspective—A focus on the cognitive, intrapersonal, and intrapersonal attitudes and 
skills that help individuals develop intercultural competence, awareness of global issues, self-
understanding, concern for others, and consideration of multiple perspectives (Braskamp, 
Braskamp, & Engberg, 2013). 
 
Global Perspective Inventory—A commonly given inventory of global perspectives.  This Likert 
scale inventory evaluates global perspectives and has been utilized to describe the effects of 
programs (such as study abroad programs) on students and to assess faculty global perspectives 





Intercultural Maturity— Utilizing Kegan’s (1994) three domains (cognitive, interpersonal, and 
intrapersonal), King and Baxter Magolda (2005) created a developmental model of global 
perspectives that demonstrates three levels of development that increase in the level of 
sophistication regarding global perspectives. 
 
Cognitive Intercultural Maturity—The development of this factor in the intercultural maturity 
model acknowledges that individuals first may believe that knowledge is certain but then learn to 
appreciate multiple, complex perspectives (King & Baxter Magolda, 2005). 
 
Intrapersonal Intercultural Maturity— In this domain of King and Baxter Magolda’s (2005) 
intercultural maturity model, one may first not have an awareness of self-values.  Over time, 
however, one may work to develop a sense of self, including values, beliefs, and purpose.   
 
Interpersonal Intercultural Maturity—In this domain of King and Baxter Magolda’s (2005) 
intercultural maturity model, one may first engage in only self-serving relations.  Over time, 
however, one might become increasingly interdependent, relating effectively with others who 
have different backgrounds and perspectives 
  
Intercultural Communication—Utilized as part of the basis for the Global Perspective Inventory, 
Chen and Starosta (1996), developed a triangular model that emphasizes intercultural awareness, 
intercultural adroitness, and intercultural sensitivity in the development of effective 






Mixed methods—Research procedures that involve both quantitative and qualitative 
components, which may happen sequentially or simultaneously.  The quantitative and qualitative 
portions of the research influence one another (Creswell & Plano Clark, 2011).   
 
Convergent Parallel Design—A mixed methods research procedure that involves both 
quantitative and qualitative portions that are conducted simultaneously in order to gain a broad 
and deep understanding of the issues studied.  The quantitative and qualitative portions are 
evaluated separately and then compared to provide an overall interpretation (Creswell & Plano 



























The subsequent literature review provides an overview of the primary texts related to the 
research questions identified in Chapter 1 that are central to this study.  By exploring these 
research questions, this study may have implications for policy adjustment, professional 
development opportunities for teachers, and program evaluation and improvement in schools and 
districts.  The relevant literature includes policy statements, curriculum documents, research 
studies, and historical analyses reviewed to address: 
• Global education history and initiatives; 
• Global education in the social studies; 
• History of and current emphases in the IB Programme; 
• Global education in the IB Programme, including in social studies courses; 
• Exploration of the theoretical framework; and 
• Explanation and applications of the Global Perspective Inventory. 
 The literature review is organized by the following primary themes: (1) global education 
in the social studies; (2) the IB Programme, including origins, history, global initiatives, and 
social studies courses; and (3) the Global Perspective Inventory, including its theoretical 
foundations and applications.  The first two primary sections of the literature review provide the 
contextual framework for the two groups of participants involved the research—general high 
school social studies teachers and their peers who teach in the IB Diploma Programme.  Section 





theoretical works that discuss the nature and importance of global education.  This section 
continues with policy documents from organizations such as the National Council for the Social 
Studies and then analyzes specific curricular requirements in light of the context of the 
philosophical and practical context.  Section two, which addresses the IB Programme, begins 
with a brief history of the program set in the context of global education goals discussed in 
section one.  Section two then continues with an overview of the current philosophy and 
practices of IB schools, primarily utilizing policy documents from the IB.  Section two concludes 
by discussing specific curricular requirements of IB courses, focusing primarily on the IB 
History course in contrast to the state American History course requirements.  
 Unlike sections one and two, which focus on the curricular context in which participants 
in this research engage in their pedagogical practice, section three addresses the tool that was 
utilized to evaluate their global interest and awareness, the Global Perspective Inventory.  The 
section begins with an explanation of the theoretical framework for the inventory, which is 
situated in the literature on human development, intercultural maturity, and intercultural 
communication.  Rooted in this theoretical framework, section three continues with an 
explanation of the instrument, including its construction, subscales, validity, and reliability, 
drawing from research on the inventory conducted by the inventory authors and others who have 
utilized it.  Finally, the section concludes with an overview of recent research that has utilized 
the inventory, followed by a discussion of why this inventory is the most appropriate measure for 
this study, as opposed to a variety of other cited options.  Overall, the following literature review 
demonstrates an understanding of the most notable trends in social studies global education in 







Global Education and the Social Studies 
 This research project and dissertation has compared and contrasted global perspectives 
among high school social studies teachers who teach the general curriculum versus high school 
social studies teachers who teach the IB Diploma Programme curriculum.  To provide context 
for the investigation, the first section of the literature review provides background on the history 
and differing perspectives of global education, followed by specific applications within the 
national and state social studies curriculum standards. 
Education about the world has existed in some form for centuries (Willinsky, 1998).  
Beginning with mythological stories of distant lands and continuing with the documentation of 
explorers’ exploits, historians and philosophers of the West “divided…who live[d] inside and 
outside history” and agency (Willinsky, 1998, p. 119).  In the recent modern era, the West 
continued to fixate on its continued progress, while other parts of the world were considered by 
Western historians and politicians as “an escape from the overwhelming bustle” (Willinsky, 
1998, p. 119).  In the age of empire, such a perspective provided the opportunity and impetus for 
Western political powers to reap the economic and political benefits of their global hegemony 
(Willinsky, 1998). 
However, the contemporary world is more globally entangled and, according to some 
scholars, globally egalitarian.  “In a world of instant communication and swift travel, we have 
become keenly aware of our interdependence” (Noddings, 2005, p. 1).  People recognize the 
global implications of local environmental degradation, and they collaborate almost instantly 
with individuals on the other side of the planet (Noddings, 2005).  In this global setting, 





to experience unity while also recognizing their differences (Noddings, 2005).  Neoliberal 
economists have even argued that the world is “flat”—a level playing-field in which everyone 
across the globe has an opportunity for economic gain (Friedman, 2007), although postcolonial 
critics such as Bhabha (1994) demonstrate that hegemonic powers remain following the end of 
the imperial age. 
In the midst of the aforementioned historic and contemporary complexities, it is of 
critical importance to educate students about the world and to engage them in critical thinking 
and dialogue related to citizenship, allegiance, autonomy, and power (Noddings, 2005).  
However, despite such importance, beginning in the 1960s, global education scholars have 
struggled to codify a single definition of the field, likely due to its potential vastness (Gaudelli, 
2003).  “Global education could arguably refer to the totality of human thought and action, 
although such an inclusive definition is unreasonable and meaningless” (Gaudelli, 2003, p. 6).  
Some scholars have focused on attitudes, others on skills, and still others on academic content; 
most scholars account for some combination of these factors (Gaudelli, 2003).   
As an example of the variety of conceptions of global education, Merryfield (1997) 
identified that it involves values and beliefs, issues and problems, understanding across cultures, 
awareness of choices and opportunity, study of history, and development of critical thinking and 
participatory/citizenship skills.  Kniep (1989), however, proposed the following four domains of 
student inquiry as components of global education: study of human values, study of systems (e.g. 
economic, political, and environmental systems), study of problems and issues, and study of 
global history.  Although there are significant similarities in the definitions offered by Merryfield 
(1997) and Kniep (1989), it is of interest to note that, although they both encouraged the 





emphasis on students developing agency in the global context by understanding choices and 
expanding participatory skills.   
As is evidenced by the differing definitions in the previous paragraph, the global 
education literature provides a variety of perspectives of what is involved in global education.   
Nevertheless, as early as 1981, the National Council for the Social Studies (NCSS) articulated a 
broad definition that acknowledges attitudes, skills, and content knowledge in the context of the 
complex global age: “The purpose of global education is to develop in youth the knowledge, 
skills, and attitudes needed to live effectively in a world possessing limited natural resources and 
characterized by ethnic diversity, cultural pluralism, and increasing interdependence” (as cited in 
Gaudelli, 2003, p. 8). 
More recently, the NCSS has continued to emphasize global education and, in particular, 
the role of social studies courses in its development of human agency.  According to a policy 
statement of the organization, in the past, 
World affairs have been treated as a spectator sport in which only the "expert" can  
participate. The increasing globalization in the human condition has created additional 
opportunities and responsibilities for individuals and groups to take personal, social and 
political action in the international arena. The curriculum should demonstrate that 
individuals and groups can influence and can be influenced by world events. 
Furthermore, social studies curriculum should help develop the understanding, skills, and 
attitudes needed to respond effectively and responsibly to world events.  (NCSS, 2016, 
para. 18) 
 
As a result, effective citizenship education in the social studies is global and participatory, 
emphasizing the “rights and responsibilities that arise domestically and globally from our 
common humanity” (NCSS, 2014, p. 1). 
 Such goals related to knowledge, agency, skills, and attitudes are further articulated 
within the NCSS national curriculum and outlined to some extent though state standards.  The 





humanities to promote civic competence” (NCSS, 2010).  Through the study of the humanities 
and social sciences, the goal of the field “is to help young people make informed and reasoned 
decisions for the public good as citizens of a culturally diverse, democratic society in an 
interdependent world” (NCSS, 2010).  Throughout the curriculum, students are expected to 
engage in learning experiences in relation to ten themes.  Themes most apparently relevant to 
global perspective education are the following: cultures; people, places, and environments; 
power, authority, and governance; global connections; and civic ideals (NCSS, 2010).  Although 
all of these themes have global implications, the “global connections” theme most firmly fits 
within the purview of this research project.  Through this theme, students explore the following: 
The realities of global interdependence require an understanding of the increasingly 
important and diverse global connections among world societies. This theme prepares 
students to study issues arising from globalization. It typically appears in units or courses 
dealing with geography, culture, economics, history, political science, government, and 
technology.  (NCSS, 2010, para. 13) 
 
 The national standards are further articulated through the state curriculum, although, in 
many states, this curriculum takes a more conservative bent that emphasizes understanding of 
historic “fact” rather than development of student agency in the global age.  In the Southeastern 
state in which this research took place, high school students currently are required to take four 
credits of social studies: Civics and Economics, World History, American History I, and 
American History II.  Even courses that have a focus on US history and government to some 
extent place the course in a global context.  For example, students in Civics and Economics are 
required to compare US national and state political systems with systems in other countries.  
American History students are required to explore the impacts of immigration on American life 





 Despite the possible international or global implications required by the aforementioned 
standards, one might criticize that the standards to not reach the active and participatory level 
encouraged by Merryfield (1997) and the variety of NCSS policy statements cited previously.  
As such, similar to Kniep’s (1998) explanation of global education, the NC requirements focus 
primarily on knowledge rather than its application to the solution of contemporary global issues.  
Thornton (2005) critiqued history standards for frequently demonstrating such a problem: 
“Although the history standards contained assertions that the material identified would advance 
important educational aims such as good citizenship, no convincing case was made for how or 
why” (p. 14).  Instead, “the apparent criterion guiding content selection…was the then current 
interests of the historians who participated in creating the standards” (Thornton, 2005, p. 14).  
Unfortunately, such standards, according to Thornton (2005), serve as a “gatekeeper” in 
teachers’ classroom practices.  As Ross (2006) argued, these standards transmit a traditional 
form of “spectator” citizenship rather than fostering diverse forms of critical thinking, 
collaboration, and participatory (democratic) interest.  As is defined through the perspectives of 
Noddings (2005), Merryfield (1997), and various NCSS position statements and standards, the 
state standards may be limited in the extent to which they encourage effective and participatory 
global perspective education.  In light of this research project, the issues of nationalism vs. 
globalism and passive vs. active citizenship that are evident in the social studies curriculum 
should be studied among social studies educators.  What are these educators’ global 
perspectives?  How do their global perspectives play a role in their classroom practices?   
International Baccalaureate Diploma Programme and Global Education 
Given that this research compared general high school social studies teachers with their 





provide context in relation to the history, purpose, and goals for global perspective education 
within the IB.  Following this introduction to the IB, the literature review will investigate IB 
Diploma Programme social studies requirements in contrast to the general state social studies 
curriculum discussed previously. 
In the early post-colonial era, many practitioners and scholars discussed the role of global 
educational movements, themes, and skills as global hegemony shifted (Gaudelli, 2003; 
Willinsky, 1998).  As a part of these broader conversations, the IB was founded in Geneva, 
Switzerland in 1968 following communications among teachers and administrators at several 
international schools, including the International School of Geneva, the United World College of 
the Atlantic (Wales), and the United Nations International School (New York) (Hill, 2007; 
International Baccalaureate, 2015b).  Initially designed only for the two years prior to university 
matriculation, the IB created a system of curriculum and assessments that emphasized content 
knowledge, critical thinking through diverse perspectives, and a rigorous and unified assessment 
system that would provide international students, often the children of diplomats and executives 
at multinational corporations, with a graduation credential that would be recognized by 
universities in their home countries (Hill, 2007).  From its inception, the IB has been considered 
one of the primary educational laboratories for the development of global citizenship (Hill, 
2007). 
 Since its creation, the IB has grown significantly in relation to the number of programs 
offered and the number of schools and students involved.  It now incorporates four programs that 
can be offered for students from pre-kindergarten to the point of enrollment in the university 
(International Baccalaureate, 2015c).  The following is the mission of the IB organization and 





The International Baccalaureate aims to develop inquiring, knowledgeable and caring 
young people who help to create a better and more peaceful world through intercultural 
understanding and respect. To this end the organization works with schools, governments 
and international organizations to develop challenging programmes of international 
education and rigorous assessment. These programmes encourage students across the 
world to become active, compassionate and lifelong learners who understand that other 
people, with their differences, can also be right.  (International Baccalaureate, 2015c, p. 
4) 
 
 This mission of the IB, codified in 1998 (International Baccalaureate, 2015b), provides 
students with the opportunity to engage in critical inquiry, develop solutions to local-to-global 
problems, take action in the world, become knowledgeable about world issues, and develop deep 
and rich content knowledge (International Baccalaureate, 2015c).  In 2006, the IB further 
articulated the mission through the 10 qualities of the Learner Profile (Hill, 2007).  “IB learners 
strive to be: inquirers, knowledgeable, thinkers, communicators, principled, open-minded, risk-
takers, balanced, caring, and reflective” (International Baccalaureate, 2015c, p. 3). 
 Thus, although the IB began with a practical need to ensure that international high school 
students could go to their home country to attend a university, the organization’s mission and 
learner profile demonstrate that the goals of the organization have become global, rather than 
international, in orientation.  Arnove, Torres, and Franz (2013) contrasted international and 
global education, explaining that international education generally teaches students to describe 
differing countries or regions.  However, global education emphasizes “values, transactions, 
actors, mechanisms, procedures, and issues” (p. 9).  Examples of these global values inherent in 
the IB are evident through the mission, as students work “to create a better and more peaceful 
world through intercultural understanding and respect” and to recognize that “other people, with 
their differences, can also be right” (International Baccalaureate, 2015c, p. 4).  These global 
values are additionally evident within the qualities of the IB Learner Profile, as students become 





regions and countries, which is the focus of international education, IB students are to become 
globally aware agents for positive change through their diverse studies and projects.  Further 
specific examples of how this takes place in the IB classroom will be provided in the subsequent 
descriptions of IB programs and the IB Diploma Programme social studies curriculum and 
assessment requirements. 
 In order to become IB World Schools, IB candidate-schools engage in a two to three year 
process of self-study, during which they investigate the school and community interest in the 
program, determine how they will provide financial support for its maintenance, engage teachers 
and staff members in IB-sponsored professional development related to curriculum and 
pedagogy, submit an extensive application demonstrating compliance with the IB mission and 
policies, and engage with a multi-day site-visit from a team of trained IB evaluators who 
interview diverse stakeholders in the school and community to determine the level of preparation 
and support (International Baccalaureate, n.d.d).  After authorization, schools must complete 
further self-studies and applications for re-authorization at least every five years to chart growth 
and determine areas of concern.  After authorization, schools have full access to all IB 
curriculum documents and are required to continue a rigorous professional development program 
(International Baccalaureate, n.d.d).   
The IB governing structure, headed by a Director General and a Board of Directors, is 
centered in Geneva, Switzerland (IB Foundation Office); Cardiff, Wales (Assessment Centre); 
the Hague, Netherlands (Curriculum Center and Centre of Europe, Africa, and Middle East 
regions); Bethesda, Maryland, USA (IB Americas Office); and Singapore, Singapore (IB Asia 





through authorization procedures, professional development, curriculum development and 
monitoring, and student assessments (International Baccalaureate, n.d.c). 
 The four programs of the IB, now offered at nearly 5,000 schools in over 150 countries, 
include the Diploma Programme (established in 1968), the Middle Years Programme 
(established in 1994), the Primary Years Programme (established in 1997), and the Career 
Programme (established in 2012) (International Baccalaureate, 2015c).  The Diploma 
Programme, the focus of the current research, was established as the university admissions 
credential for the final two years of pre-university work mentioned previously.  Given that the 
Diploma Programme is the focus of the current research, a more extensive explanation of its 
purpose, curriculum, and assessment practices will follow a brief introduction to the other three 
IB programs. 
 Schools that teach students aged 3-12 can be authorized to offer the Primary Years 
Programme (PYP) (International Baccalaureate, n.d.f).  The PYP recognizes young students’ 
creativity and uniqueness while emphasizing transdisciplinary themes, exploratory and project-
based learning, intercultural understanding, and the learning of multiple languages.  These goals 
can be embedded within pre-established local or national curriculum.  The PYP curriculum, 
intended to be offered to all students in a school, culminates in an exhibition, during which 
students demonstrate their collaborative inquiry into a real-world issue, proposing solutions 
through the lenses of several transdisciplinary themes (International Baccalaureate, n.d.f). 
 Schools that teach students aged 12-16 can be authorized to offer the Middle Years 
Programme (MYP) (International Baccalaureate, n.d.e).  Like the PYP, the MYP, can be offered 
in a school-wide model and can be accessible to all students, although some schools choose to 





students engage in studies of eight subject areas (heritage and new languages, science, 
mathematics, technology, etc.) and interdisciplinary units while emphasizing the goals of the IB 
mission and learner profile.  As a culminating project, students determine an issue they want to 
learn about, engage in background research, create a practical product, and are assessed by an 
international rubric.  Furthermore, the IB is beginning to offer optional MYP content 
examinations that assess students across the subject areas in accordance with international 
standards (International Baccalaureate, n.d.e). 
Schools that teach students aged 16-19 can be authorized to offer the Career Programme 
(International Baccalaureate, n.d.a).  The Career Programme is designed to integrate some 
aspects of the pre-university Diploma Programme that will be discussed subsequently with 
practical knowledge and skills related to a career interest.  Students in the Career Programme 
take two IB Diploma courses that can inform their understandings in a potential career in 
addition to a series of courses that lead to a job credential (determined by the school and 
accepted by the IB during the authorization process) that is recognized by local, state, and/or 
national agencies.  Students in the program also learn a new language that could be useful for 
their career, take a practical course in life-long learning and job skills, and complete a significant 
project related to ethical issues in their intended career (International Baccalaureate, n.d.a). 
   Schools that teach students aged 16-19 can be authorized to offer the Diploma 
Programme (International Baccalaureate, n.d.b).  The Diploma Programme, the focus of the 
current research, is an academically rigorous pre-university course of study for the final two 
years of secondary school.  In the program, students take courses in six subjects, and most (or 
all) of these courses last for two years.  The subject areas include studies in the heritage language 





psychology, global politics, and economics), natural sciences (including biology, chemistry, and 
physics), mathematics (available at several advanced levels), and the arts or other electives.  In 
addition to these six courses, students take a “core” consisting of three components.  First, they 
have a two-year course in critical thinking entitled Theory of Knowledge, which addresses 
knowledge, truth, inquiry methods, perspectives, and ways of knowing across a number of 
academic disciplines.  Students also write an Extended Essay of up to 4,000 words, investigating 
a topic of their choice and writing an academic-style paper.  Finally, they complete ongoing 
creative, active, and service-oriented projects about which they write ongoing reflections and 
collect a portfolio of their work.  Through the three components of the core, students connect 
their coursework to their interests, recognize similarities and differences among the academic 
disciplines, develop extensive research and writing skills, and use their learning as an impetus to 
make a positive difference in the world (International Baccalaureate, n.d.b).  Students are 
assessed on a global standard monitored through the IB, and they have the opportunity to earn an 
IB Diploma upon successful completion of the program.  Depending on policies established by 
individual universities, the IB Diploma is recognized across the world as an admissions 
credential and/or as a demonstration of the students’ preparation to have advanced course credit 
(International Baccalaureate, n.d.g). 
This IB Diploma Programme, which is the focus of current research, has grown 
significantly since its inception.  In 1971, there were 681 exam candidates in seven IB schools; in 
2014, there were 135,849 students in nearly 2,800 schools (International Baccalaureate, 2015c).  
Despite the fact that the IB began only within internationally focused private schools, primarily 
in Europe, in 2014, 56% of IB World Schools were publicly funded.  Furthermore, the IB has 





located in the United States, and 90% of these schools were publicly funded (International 
Baccalaureate, 2015b).  IB schools in the United States moreover housed 56% of all IB 
candidates globally, which does bring into question the balance of diverse national influences 
within this international system (Bunnell, 2011).    
 Despite the question of international balance as the IB has grown at a faster rate in the 
USA, a positive development has been the implementation of increased numbers of programs in 
schools that are available to the general public, which helps to reduce the previous power of a 
small number of (primarily European) private schools within the organization.  Furthermore, in 
the midst of dramatic growth over the previous decades, the IB continued to emphasize global 
critical thinking, knowledge, and agency within its curriculum, as is articulated through the 
Mission and Learner Profile, which were cited previously. 
 In the Diploma Programme, which is the focus of this research project, global 
perspectives and themes are required to be embedded throughout the curriculum, and the 
following examples demonstrate these goals.  Through the Creativity, Action, Service (CAS) 
requirements, students must reflect on a variety of experiences during the two years.  Within 
these reflections, which typically take place in written form and through interviews with teachers 
or CAS Coordinators, they must demonstrate critical thinking in relation to a variety of learning 
objectives.  For example, through their service, how have the students engaged with issues of 
ethical complexity?  How have they considered the global implications of their actions?  How 
have they developed collaborative skills?  How have they initiated and planned for new 
opportunities (Alchin, 2011)?  By reflecting on these sorts of questions, students develop deeper 






 As another example, through the Theory of Knowledge (TOK) curriculum, students 
investigate diverse ways that individuals develop their varying perspectives (Alchin, 2011).  This 
course emphasizes the Learner Profile quality of open-mindedness and helps students to 
recognize that, as the IB Mission states, “other people, with their differences, can also be right” 
(International Baccalaureate, 2015c, p. 4).  Students are encouraged to discuss oppression, 
power, and diverse concepts of global citizenship (Alchin, 2011).  Particularly within the TOK 
course but throughout the entire IB curriculum, “the dimension of otherness present in thinking 
skills is being transformed into the global other, and there is an increasing expectation that 
thinking skills are exercised in the direction of, or at least in the context of, a global outlook” 
(Alchin, 2011, p. 33). 
 Although the previous examples are not situated fully within the social studies courses 
that are central to this research, they do demonstrate ways that IB students and teachers connect 
global issues with their classroom experiences.  Throughout the curriculum, learning values 
multiple points of view and develops an understanding of how these diverse perspectives are 
justified, emphasizes the ethical implications of discovery, and develops effective 
communication in multiple languages.  Furthermore, assessments in all subject areas are focused 
not on encyclopedic knowledge but rather on the extent to which the student had assimilated, 
personalized, and applied their knowledge (Hill, 1997), which is intended to be a constructivist 
and emancipatory process (Alchin, 2011). 
 All social studies courses in the Diploma Programme have significant globally-related 
content.  Aims for all social studies courses (which the IB terms “Group 3”) include the 
following: analysis and critique of arguments and theories related to human behavior, 





recognition of the need to tolerate uncertainty, and appreciation for the diversity of society 
(International Baccalalureate, 2015a).  Focusing specifically on the history course, the most 
commonly taken of the IB social studies courses across the world as is demonstrated by the exam 
score reports distributed annually to IB schools and coordinators, the curriculum guide states the 
following: 
The…history course is designed in such a way as to explicitly reinforce the emphasis  
on the development of international-mindedness.  For example, one of the key concepts 
that weaves throughout the course is perspectives, and, more specifically, an emphasis on 
encouraging students to appreciate multiple perspectives.  In addition, all students are 
required to study case studies and examples from different regions of the world, with 
comparison of such examples helping to ensure that the course adopts a transnational 
perspective (International Baccalaureate, 2015a, p. 7). 
 
There is an option within the history curriculum for students to focus a portion of their  
studies on the country and region in which they live.  In the IB History of the Americas course, 
for example, the most commonly taken IB social studies course in the research setting, studies 
take place with an international or global perspective.  For example, rather than studying the 
economic effects of World War 2 on the United States (NC Public Schools, 2011), which would 
be typical of the state curriculum, the IB course requires students to compare economic trends 
between the US and its Latin American neighbors (International Baccalaureate, 2015a).  Rather 
than studying Native American rights only in the US as would be required by the state 
curriculum (NC Public Schools, 2011), IB students are required to make comparisons to 
indigenous rights movements in other parts of the Americas (International Baccalaureate 2015a).  
Furthermore, as an impetus for action in learning, IB students learn how civil rights movements 
can challenge the status quo (International Baccalaureate, 2015a), which is an issue emphasized 





 Unlike the multiple-choice, fact and definition centered state-mandated final exam in 
American History, the IB History of the Americas assessment focuses on analysis, historical 
reasoning, and logical support to address historical research questions.  In the same vein as all 
other IB courses, a central component of the assessment system requires students to demonstrate 
capability as a professional in the field.  IB History students are required to develop a history-
based research question; gather documents and other evidence to address that question; analyze 
the origin, purpose, value, and limitations of those documents; utilize the information they have 
gathered to answer their research question; and write a summative paper (International 
Baccalaureate, 2015a).  Although the state history standards encourage students to develop some 
of the skills developed for and through this assessment, many of these skills become lost in 
learning the facts and details that are required by the state curriculum and assessment (Ravitch, 
2010; Taubman, 2009).  However, through the emphasis of critical thinking and process skills, 
IB students should develop empowerment over their life-long learning, which is an important 
aspect of engagement and success in the global age (Hill, 2007).   
 Certainly, the general social studies curriculum and the IB Diploma Programme social 
studies curriculum have similarities, but there are significant differences.  Many of the 
differences are a result of the emphasis within the IB of investigating multiple perspectives and 
demonstrating critical thinking, and IB teachers learn about how to facilitate student learning 
toward these goals through significant professional development that is required for school IB 
authorization.  Each IB Diploma Programme teacher is required to participate in officially 
approved IB workshops that emphasize the IB mission, Learner Profile, and international 
mindedness in addition to facilitating the course, curriculum, inquiry, and assessment 





workshops are offered by the IB Americas organization or by several organizations (such as the 
Florida League of IB Schools) that IB Americas has authorized.  Workshops generally take place 
over 3-4 days at conference centers around the country, and teachers travel from across the USA 
and Canada to attend.  Thus, these workshops provide the opportunity for IB teachers to network 
with their colleagues from across the continent and to gain a variety of perspectives on methods 
for facilitating student learning in the program.  Moreover, it is a program requirement during the 
five-year evaluation to demonstrate that all IB Diploma teachers have attended the relevant 
workshop for their course and that they have returned to a workshop when there has been a 
curriculum change.   
 The most recent professional development catalogue from the IB (International 
Baccalaureate, 2019) demonstrates a variety of 3-4 day workshop opportunities for teachers, 
program coordinators, administrators, and district-level leaders.  The most typical workshops 
teachers attend are related to curriculum, instruction, and assessment in their respective IB 
course.  The stated goals of these workshops include the following: align teaching and learning 
to IB standards; improve access to the program through differentiation and multilingual 
instruction; ensure that assessment is utilized to improve learning; and integrate the program core 
(CAS, TOK, the Extended essay) into the course curriculum (International Baccalaureate, 2019).  
In addition to these workshops primarily intended for classroom teachers, a range of additional 
workshops are available for other school faculty and staff members, including training for 
librarians, CAS Coordinators, IB Coordinators, and administrators. 
 Although these professional development experiences likely are useful for teachers to 
learn about the mission of the organization and curriculum and assessment requirements for their 





to make lasting, transformational change.  Guskey (2000) described several types of professional 
development, including training (going to workshops such as those required by the IB); 
observing, being observed, and engaging with feedback; working with study groups; and 
engaging in inquiry or action-research.  As Guskey explained, training is an effective method for 
sharing knowledge and skills with large groups of educators.  However, this type of training that 
takes place over a short period of time is less transformative if the attitudes or skills discussed 
are not subsequently supported, further developed, and integrated into daily work after the 
workshop has ended.  Although the IB assessment system ensures that teachers will help their 
students to learn the curriculum and perform well on examinations, unfortunately, ongoing 
efforts within IB schools to assist teachers with the integration of what they learned regarding the 
IB philosophy, mission, and Learner Profile are not consistently monitored by the IB and thus 
likely do not occur at all schools with the same level of effectiveness, given the variety of 
schools, potentially competing initiatives, and varying knowledge and skills of school-level 
leaders.   
Regardless of these possible improvements in the IB professional development structure, 
given the differences in philosophy, curriculum standards, assessment methods, and teacher 
professional learning, this research seeks to develop an understanding of the extent to which IB 
Diploma Programme teachers versus their non-IB peers working in similar schools across several 
districts in the same state demonstrate differing global perspectives.  Are there, in fact, the 
differences that one might expect from one program to another?  Furthermore, given the 
emphasis of global education and citizenship in the NCSS literature, which supposedly forms a 
basis for the state curriculum, and the weakness of global standards in the state curriculum, are 





all social studies educators?  Alternatively, have IB Diploma Programme social studies teachers 
not developed the global perspectives that one would hope?  If this is the case, what further 
learning experiences would be useful to enhance their global understandings? 
Ultimately, the outcomes of this research, as will be demonstrated throughout the 
subsequent chapters of this dissertation, did not demonstrate statistically significant differences 
between IB Diploma Programme social studies teachers and their non-IB high school social 
peers in most areas.  In general, teachers in both groups scored similarly on the Global 
Perspective Inventory, which will be further explained subsequently, but the IB teachers scored 
slightly but significantly lower on inventory scales that measured their self-understandings in 
relation to their backgrounds and the extent to which they engage with people of diverse groups.  
However, when controlled for teachers’ sociodemographic characteristics, IB teachers 
demonstrated higher scores on the inventory scale indicating their interactions with people of 
diverse groups.  Furthermore, the differences between these groups was corroborated through 
teachers’ qualitative responses to open-ended questions.  This outcome brings into question the 
quality of the professional development that IB Diploma Programme teachers are experiencing 
as well as the various ways that this learning may be improved, such as through Guskey’s (2000) 
aforementioned recommendations.  These applications and recommendations will be further 
described in Chapter 6. 
Theoretical Foundations of the Global Perspective Inventory 
This research utilized the Global Perspective Inventory (Braskamp, Braskamp, & 
Engberg, 2013) to evaluate IB and non-IB teachers in regard to their global dispositions and 
competencies.  The inventory’s authors developed the questionnaire from the theoretical 





first foundation, intercultural maturity, the authors cited the work of Kegan (1994).  In In Over 
Our Heads, Kegan claimed that “adulthood itself is not an end state but a vast evolutionary 
expanse encompassing a variety of capacities of mind (p. 5).  Furthermore, according to Kegan, 
the expectations of contemporary life are challenging: “The expectations upon us…demand 
something more than mere behavior, the acquisition of specific skills, or the mastery of particular 
knowledge.  They make demands on how we know, on the complexity of our consciousness” (p. 
5).  
Kegan (1994) addressed a number of controversies in the late 20th century, ranging from 
dealing with difference to managing conflict at home and in the workplace.  Within these 
discussions, Kegan proposed that adults continue to learn through a dynamic and developmental 
process that includes cultural demands and both challenges and assistance from peers.  
According to Kegan (1994), through adulthood, people can make transformations, and mature 
individuals demonstrate self-authorship, balancing external influences with personal interests.  
Also according to Kegan (1994), this development takes place through the interplay of cognitive, 
interpersonal, and intrapersonal domains.  Utilizing all three of these domains, mature 
individuals demonstrate sophisticated ways of making meaning as they take responsibility for 
their beliefs and actions while considering the needs and perspectives of others. 
The authors of the inventory further cited the work of King and Baxter Magolda (2005), 
who applied Kegan’s (1994) work in a global context.  Utilizing Kegan’s (1994) cognitive, 
intrapersonal, and interpersonal domains, King and Baxter Magolda (2005) created a 
developmental model of global perspectives that becomes increasingly “mature” over time.  
Summarizing the first and final phases of the model, in the cognitive domain, one may first 





faced with multiple, complex perspectives.  As knowledge grows increasingly nuanced, 
understandings become more relativistic.  In the intrapersonal domain, one may first not have an 
awareness of self-values.  Over time, however, one may work to develop a sense of self, 
including values, beliefs, and purpose.  In the globalized world, these notions of identity may 
sometimes involve multiple ways of considering the self.  In the interpersonal domain, one may 
first engage in only self-serving relations.  Over time, however, one might become increasingly 
interdependent, relating effectively with others who have different backgrounds and perspectives 
(King & Baxter Magolda, 2005).  “As learners struggle through the confusion that comes with 
realizing that all knowledge is not certain and that they must consider establishing their own 
views (cognitive dimension), they also come to question their reliance on others for self-
definition (intrapersonal) and on others' approval in relationships (interpersonal)” (King & 
Baxter Magolda, 2005, p. 582).  By wrestling with these complex issues in the contemporary 
global society, individuals have the capability of moving to increasingly sophisticated global 
perspectives. 
The second primary foundation of the theoretical model (and thus the Global Perspective 
Inventory) is the importance of intercultural communication.  Braskamp, Braskamp, and Engberg 
(2013) identified the paramount importance of effective communication across cultures in 
today’s pluralistic society.  The inventory authors drew upon the work of Chen and Starosta 
(1996), who developed a triangular model that emphasizes intercultural sensitivity, intercultural 
awareness, and intercultural adroitness in the development of effective intercultural 
communications.   
The first realm of Chen and Starosta’s (1996) intercultural communication, which is 





interacting with individuals of different cultural backgrounds.  Culturally sensitive individuals 
are willing to accept ambiguity in communication, but they also seek both to support and 
understand the individual with whom they are communicating.  Culturally sensitive individuals 
are willing for their stereotypes to be challenged, and they experience little anxiety when 
interacting with individuals from other cultural groups. 
According to Chen and Starosta (1996), intercultural awareness, which is the second 
aspect of intercultural communication, involves possessing self-awareness and awareness of 
others, all within a cultural context.  Even with the communicator does not understand the 
cultural context of the person with whom he or she is communicating, the aware individual will 
realize that culture may be an underlying complexity and will have the desire to seek 
understanding of cultural differences.  The culturally aware individual will also demonstrate a 
repertoire of options to utilize with the goal of improving communication. 
Cultural adroitness, the third component of Chen and Starosta’s (1996) model, refers to 
specific communication strategies and skills that effective intercultural communicators 
demonstrate.  For example, culturally adroit communicators are aware of the extent to which 
they should disclose their own experiences and perspectives when communicating with 
individuals of different cultural backgrounds.  They are able to select the behaviors that are most 
appropriate in one situation versus another; for example, they understand and adapt to 
differences in communication styles between collectivist and individualist cultural groups.  They 






The theoretical basis described in the previous paragraphs has been operationalized 
through the Global Perspective Inventory, which includes 35 Likert scale items, with prompts 
such as the following.  The full inventory is available in the Appendix. 
• “I rarely question what I have been taught about the world around me.” 
• “When I notice cultural differences, my culture tends to have the better approach.” 
• “I consider different cultural perspectives when evaluating global problems.” 
• “I am informed of current issues that impact international relations.” 
• “I enjoy when my friends from other cultures teach me about our cultural 
differences.” 
• “I work for the rights of others.” 
(Global Perspective Institute, 2013) 
Participants in the inventory are evaluated holistically (with a top rating of 175 points) as 
well as in relation to the following six subscales (Research Institute for Studies in Education, 
2017).  The prompts associated with each subscale are listed in Chapter 3. 
• Cognitive Knowing—The ways that participants think about and process their 
understandings relating to cultural and global issues 
• Cognitive Knowledge—The understandings that participants have acquired already in 
relation to cultural and global issues 
• Intrapersonal Identity—The ways that participants consider themselves, their 
identities, and their purposes in life 






• Interpersonal Social Responsibility—Participants’ level of concern for people of 
different cultural backgrounds 
• Interpersonal Social Interaction—Participants’ level of interaction with people of 
different cultural backgrounds. 
Given that the purpose of this research is to apply the Global Perspective Inventory to IB  
Diploma Programme teachers’ self-understandings, it is important to note how thoroughly the six 
scales of the inventory correlate with the IB Diploma Programme learning experiences that 
teachers are facilitating for their students.  The cognitive knowing scale, which focuses on how 
one comes to understand through engagement with diverse perspectives, is closely aligned with 
the IB mission of recognizing that “other people, with their differences, can also be right” 
(International Baccalaureate, 2015a, p. 7).  This scale is also evident within the Theory of 
Knowledge course, as students engage with multiple points of view and how they are developed 
and within the history course as students consider diverse perspectives of a historic event.  
Additionally, the cognitive knowledge scale, which focuses on the global understandings the 
inventory respondent has gathered already, is directly related to the Learner Profile characteristic 
of “knowledgeable,” and IB students are continually adding to the depth and breadth of their 
global knowledge throughout their studies.  Moreover, the Intrapersonal Identity scale, which 
measures the extent to which the respondent understands her or his own purpose in life and self-
identity, is developed through the reflective journaling required by the Creativity, Activity, and 
Service aspect of the Diploma Programme curriculum.  Similarly, the Intrapersonal Affect scale, 
which focuses on the extent to which the respondent demonstrates respect for people of different 
cultural backgrounds, is developed as students engage in Theory of Knowledge discussions 





Social Responsibility scale, which focuses on demonstrating concern for others, is identified by 
the “caring” quality of the Learner Profile and is developed through the service-learning aspects 
of the Diploma Programme’s Creativity, Activity, and Service component.  Finally, the 
Interpersonal Social Interactions scale, which focuses on the ways the respondent interacts with 
individuals of different backgrounds, is evident as students are required to work together in 
diverse groups in IB courses as they accomplish a variety of formally assessed projects.  As a 
result of these many connections between the global perspectives emphasized by the inventory 
and the various Diploma Programme experiences, this inventory serves as an effective tool for 
evaluating Diploma Programme teacher’s attitudes and experiences. 
The Global Perspective Inventory has been applied to a variety of research initiatives 
since its inception in 2007.  Most of these studies have taken place in the previous five years, and 
many of them have focused on university students.  Pre- and post-studies have evaluated college 
and university students before and after an intervention, most commonly a variety of forms of 
study abroad experiences (Anderson & Lawton, 2011; Enberg, 2013; Gaia, 2015).  Other studies, 
similar to the current research, have compared inventory outcomes of individuals in two cohorts, 
including nursing students versus the general population (Allam & Riner, 2015) and forestry 
students versus their peers (Bettis, Allen, Christian, & McElhenney, 2015).  In relation to adults, 
as is the case with this study, the inventory has been used to evaluate development of adult 
global perspectives through study trips (Coryell, Spencer, & Sehin, 2014), and it has been used 
to determine the global perspectives of elementary school teachers (Poole & Russell, 2013).  
Despite the fact that the inventory has been utilized in a variety of educational settings and 
programs with diverse groups of participants, no published research applies it to the IB 





understandings of global perspectives among IB social studies teachers and their peers who do 
not teach in the IB Programme. 
Although the inventory, which is among the most commonly administered of global 
perspectives evaluations, has been given most commonly at universities, the authors claim that it 
is appropriate for all ages and cultural groups, and they specifically cite the use of the inventory 
to understand faculty global perspectives, as is the use in the current research (Braskamp, 
Braskamp, & Engberg, 2013).  The inventory has been evaluated as being a reliable measure of 
global perspectives.  As a demonstration of reliability, the authors cited that college students who 
studied abroad had lower test-retest reliability when they studied abroad for a semester versus for 
three weeks, which one might expect given the nature of the treatment (study abroad).  As a 
demonstration of internal reliability, Cronbach’s alpha coefficients were at or above 0.7 for each 
subscale, except for the Cognitive-Knowing scale, which had a lower coefficient of 0.65 
(Braskamp, Braskamp, & Engberg, 2013).  A study of teaching professionals, a population quite 
similar to the one utilized for this research project, demonstrated a stronger holistic alpha score 
of 0.79 (Poole & Russell, 2013).  The validity of the instrument has been further supported.  To 
ensure face validity, the researchers engaged in several rounds of inventory drafts and feedback 
with other professionals in the field of global education (Braskamp, Braskamp, & Engberg, 
2013).  Moreover, the researchers demonstrated construct validity by correlating assessment 
outcomes with related factors, including a variety of global life experiences, including age and 
travel experiences (Braskamp, Braskamp, & Engberg, 2013). 
Given the well-grounded theoretical construct for the inventory, its extensive use in 
educational settings, and its valid and reliable measurement, it forms the appropriate basis for the 





evaluation of cognitions, behaviors, intercultural communication skills, personal attitudes, and 
interpersonal skills, it is the most appropriate broad measure of the global perspectives that are 
the aim of this research.  Other theoretical frameworks do not provide such an extensive and 
holistic evaluation.  For example, Deardorff’s (2006) intercultural competence assessment model 
provides a framework for understanding the attitudes, knowledge, and desired outcomes of 
moving across cultural perspectives, but it does not directly address the gathering of knowledge 
of world affairs or the focus on improvement of global situations through service to others that 
are important aspects of the Global Perspective Inventory.  Additionally, Hanvey’s (1976) global 
orientation development model provides methods for understanding diverse perspectives and 
global issues, but it does not provide a comprehensive inventory for this research process.  
Moreover, the variety of multicultural education frameworks (Grant & Sleeter, 1998; Bennett, 
2001) do not include the full range of global perspectives addressed by the inventory and its 
underlying framework.  As a result, Braskamp, Braskamp, and Engberg (2013) provide the most 
appropriate conceptual framework and instrument for this research, which is designed to evaluate 
differences in global perspectives between IB and non-IB high school social studies teachers.   
Conclusion 
 Given the importance of global perspective education as discussed by Noddings (2005) 
and Merryfield (1997), this research helps to close an important gap in understanding.  To what 
extent do general high school social studies teachers demonstrate the global perspectives and 
values that are strongly encouraged by the NCSS but are not as well supported through the state 
curriculum requirements?  To what extent to IB Diploma Programme social studies teachers 
demonstrate these same values, provided that they are working within a program that emphasizes 





teachers to their current status, and how do these teachers’ global perspectives play a role in 
classroom practices?   
 Despite the extensive use of the Global Perspective Inventory and much theoretical 
discussion related to global perspective education in the social studies, to date, little empirical 
research has applied this inventory to social studies educators, particularly in the IB; thus this 
study has the potential to chart new territory in the field.  Implications of the research will be 
situated in the work of Noddings (2005), Merryfield (1997), the NCSS, and the IB by making 
recommendations for improved practice that helps ensure student agency, emphasizes care for 











The purpose of this study was to determine the extent to which global perspectives such 
as intercultural maturity and intercultural competence were self-reported through the Global 
Perspective Inventory (Braskamp, Braskamp, & Engberg, 2013) among International 
Baccalaureate (IB) Diploma Programme high school social studies teachers and their peers who 
do not teach in the program.  The mixed methods convergent parallel research design compared 
quantitative inventory outcomes of the two groups.  Furthermore, additional open-ended 
questions provided the opportunity for participants to elaborate upon their global perspectives 
and the ways they impacted their teaching.  Outcomes of the research inform the continual 
improvement of professional development and classroom practices for IB and non-IB teachers, 
given the context in which global education is important for all students, as was indicated by a 
variety of theorists and position statements discussed in Chapter 2.   
The research questions of this study were the following: 
1. Is there a significant difference self-assessed by the Global Perspective Inventory’s total 
score and six subscales when comparing International Baccalaureate (IB) Diploma 
Programme social studies teachers and other 11th and 12th grade social studies teachers, when 
controlled for teachers’ sociodemographic and professional characteristics?  If there are 





2. To what extent and in what ways do qualitative answers to open-ended questions contribute 
to a more comprehensive and nuanced understanding of the causes and effects of the 
differences between these two groups of teachers, and what practical suggestions might these 
qualitative responses make to teachers, administrators, and policy makers? 
Subsequently, this chapter will discuss the research methodology of this study in light of 
the theoretical framework.  The chapter will then continue with a discussion of the hypotheses, 
sampling, questioning, data collection and analysis, assumptions and limitations, author’s 
positionality, and timeline for completion. 
Theoretical Framework and Research Methodology 
 The Global Perspective Inventory (Braskamp, Braskamp, & Engberg, 2013), which is 
central to this study, is rooted in two theoretical constructs: intercultural maturity and 
intercultural communication.  As was discussed more extensively in Chapter 2, Braskamp, 
Braskamp, and Enberg (2013) drew from the work of Kegan’s (1994) discussion of the 
challenges of continual learning through the lifespan in the contemporary age.  According to 
Kegan, through adulthood, people can continue to be transformed; those who demonstrate higher 
levels of maturity demonstrate self-authorship by balancing external influences with personal 
interests across cognitive, interpersonal, and intrapersonal domains.  King and Baxter Magolda 
(2005) applied Kegan’s (1994) notion of “maturity” in the intercultural and global context that is 
foundational to the Global Perspective Inventory (Braskamp, Braskamp, & Engberg, 2013) by 
creating a developmental model of global perspectives through the cognitive, interpersonal, and 






 In addition to utilizing the intercultural maturity theory of King and Baxter Magolda 
(2005) that was inspired by Kegan (1994), the Global Perspective Inventory draws from Chen 
and Starosta’s (1996) model of intercultural communication.  This model articulates effective 
intercultural communication as involving the following primary components: intercultural 
sensitivity, intercultural awareness, and intercultural adroitness.  Each of these components were 
discussed more thoroughly in Chapter 2.  The three components of intercultural communication 
as described by Chen and Starosta (1996) combine to create a development model that moves 
from a lack of intercultural awareness when engaging with communication to a more advanced 
capability to move across cultures with little anxiety, challenging stereotypes, and taking 
pleasure in working with individuals from differing backgrounds.  
 To construct the Global Perspective Inventory, Braskamp, Braskamp, and Engberg 
(2013) utilized the qualities identified by the higher levels of the intercultural maturity and 
intercultural communication developmental models described by King and Baxter Magolda 
(2005) and Chen and Starosta (1996), respectively.  The inventory utilizes 35 Likert scale 
prompts, on which the respondent self-evaluates his or her beliefs or experiences in relation to 
the qualities identified by the inventory, which are rooted directly in the theoretical framework.  
Each prompt can be analyzed individually, and groups of prompts form subscales in relation to 
the cognitive, interpersonal, and intrapersonal domains that were central to the intercultural 
maturity theoretical frameworks of Kegan (1994) and King and Baxter Magolda (2005).  Thus, 
the inventory is strongly rooted in the theoretical framework.  Moreover, provided that the 
Global Perspective Inventory is rooted in the theoretical framework, this research project is 





 This study utilized a mixed methods (quantitative plus qualitative) convergent parallel 
design (Creswell & Plano Clark, 2011).  Creswell and Plano Clark (2011) are among the most 
prominent of mixed methods methodologists, and they explain the value of mixing methods, 
which combine the strengths of both quantitative and qualitative methods.  Quantitative methods 
provide summative statistics that measure central tendency, dispersion, and difference between 
groups.  Alternatively, qualitative methods allow for rich description of experiences, thoughts, 
behaviors, and preferences.  Mixed methods combine quantitative and qualitative components 
into one study in order to provide explanation for quantitative outcomes and ensure reliability 
(Creswell & Plano Clark, 2011).  
There are several forms of mixed methods studies, which may occur in a single or in 
multiple phases (Creswell & Plano Clark, 2011).  Additionally, there are many purposes of 
mixed methods.  For example, a sequential exploratory design might be utilized to develop an 
instrument, but a sequential explanatory design might employ follow-up interviews to explain 
survey outcomes (Creswell & Plano Clark, 2011).  The particular method for this study was the 
convergent parallel design.  This design is the most appropriate design when the researcher 
wishes to collect quantitative and qualitative data together, in this case via one inventory with 
Likert scale and open-ended questions, in order to make both quantitative and qualitative 
comparisons between groups to determine outcomes of the study.  Although both quantitative 
and qualitative portions of the research occur simultaneously, data are analyzed separately until 
they are combined at the end to verify and explain one another (Crewell & Plano Clark, 2011).  
A further explanation of the quantitative and qualitative portions of the research, the ways that 





This convergent parallel design (also referred to as a concurrent parallel design) is well 
supported by the research literature.  Plano Clark, Garrett, and Leslie-Pelecky (2010) utilized this 
method when researching a nontraditional graduate education program.  In this study, 
methodologically similar to the current project, the authors integrated quantitative and qualitative 
components into a single web-based questionnaire that included multiple types of questions that 
could be analyzed quantitatively and qualitatively.  Furthermore, the authors outlined several 
strategies for mixing qualitative and quantitative data that were employed in this research (Plano 
Clark, Garrett, & Leslie-Pelecky (2010).  A further explanation of these data-mixing methods 
will be provided subsequently in this chapter. 
 Ultimately, this research project is strongly rooted in the theoretical framework, as the 
framework drives both quantitative and qualitative questioning.  Furthermore, the mixed 
methods convergent parallel design is the most appropriate for this research because it provides 
an opportunity for participants to be evaluated through the quantitative inventory, and the 
qualitative open-ended responses further explain the reasoning, context, and implications of 
participants’ responses to the quantitative portion (Creswell & Plano Clark, 2011). 
Hypotheses 
H1: The hypothesis of research question one was that IB teachers would demonstrate 
significantly different levels of global perspectives from their non-IB social studies teacher 
peers, as evaluated by the Global Perspective Inventory.  This two-tailed hypothesis was 
supported by the notion that the IB requires professional development that includes global 
consciousness and that the curriculum emphasizes global themes; this level of professional 
development is not required for all other high school social studies teachers.  As a result, the 





perspectives.  However, it is possible that heightened awareness as a result of their experiences 
may actually cause these IB social studies teachers to be more critically aware of their beliefs 
and actions in contrast to their non-IB teacher peers.  If this was the case, heightened global 
awareness among IB teachers could, in fact, lead to lower scores on the inventory.  Alternatively, 
it is also possible that teachers in both groups may reflect on and report on their beliefs and 
behaviors similarly.  If this situation is the case, one would anticipate that the IB teachers would 
have increased levels of global perspectives as evaluated by the inventory.  Regardless, the 
hypothesis was that there would be a difference between the two groups on the inventory 
holistically as well as in relation to the subscales, but there was no prediction as to the direction 
of the difference.   
H0: The null hypothesis of research question one was that there would be no statistically 
significant difference between the groups of IB and non-IB teachers in relation to their self-
ratings on the Global Perspective Inventory.   
 Research question two related more closely to the qualitative portion of the project that 
seeks to elucidate and elaborate upon the reasons behind and implications for the quantitative 
outcomes.  This portion of the project took place through open-ended questions that were added 
to the more quantitative Global Perspective Inventory.  If the hypothesis of research question one 
was true and there were differences between the two groups, one might anticipate that 
professional development and curricular goals and materials would be primary reasons why the 
hypothesis one was demonstrated to be correct.  Furthermore, if hypothesis one was correct, one 
might expect that the heightened global perspectives of IB teachers may have impacted their 
selection of resources, use of classroom examples from other countries, and emphasis on 





particular interest if IB teachers rated themselves lower on the inventory but actually 
demonstrated higher levels of global perspectives through their descriptive responses.   
Population and Sample 
 The research was situated in the three largest (by student population) school districts in 
one Southeastern US state.  All social studies teachers in the 12 IB Diploma Programme schools 
received the survey via their professional email addresses.  Given that many teachers in IB 
schools do not teach in the IB Programme, a large percentage of teachers who received the 
survey in the IB schools were classified as non-IB teachers.  In order to further ensure balance 
between the two (IB and non-IB) teacher groups, all the social studies teachers in one additional, 
randomly selected, comprehensive non-IB high school in each of these three districts also 
received the survey via their professional email addresses.  This addition created a population of 
233 total teachers at 15 IB high schools for the survey distribution.  The survey included the 
Global Perspective Inventory, demographic questions, and open-ended questions, and responses 
remained confidential.  The inventory was delivered electronically through Qualtrics, and 
respondents were not be required to submit their names, email addresses, or other identifying 
characteristics.   
Variables 
 In the quantitative portion of the study, teacher programming participation (IB versus 
general curriculum) was the independent variable, and outcomes on the Global Perspective 
Inventory were the dependent variables.  These dependent variable outcomes included responses 
to the inventory as a whole, responses in relation to the six subscales and prompts, and the 





professional experience, and aspects of professional training that may have influenced inventory 
outcomes.  
 Open-ended questions in the qualitative portion of the study yielded more emergent 
outcomes that fit into the following primary categories: factors that led to the answers provided 
on the inventory, the ways that participants’ responses affected classroom pedagogy, 
recommendations for improving cultural and/or global awareness among students, barriers to 
improvement, and professional development needs.  Examples of issues that emerged included 
how teachers’ travel experiences, demographics of their neighborhoods, in-service professional 
development experiences, and perceptions of curriculum led them to demonstrate higher or lower 
levels of global perspectives on the quantitative inventory.  Other examples of issues that 
emerged in the qualitative data confirmed that higher levels of global perspectives were 
indicative of differing classroom practices.  For example, teachers with higher self-ratings on the 
inventory intentionally included diverse perspectives in lesson plans and planned strategically for 
students to work in diverse groups.  A further explanation of the emergent qualitative themes is 
present in Chapter 5. 
The Instrument 
As was discussed in Chapter 2, the Likert scale responses in the Global Perspective 
Inventory are divided into six subscales, which are rooted in the theoretical framework 
(Braskamp, Braskamp, & Engberg, 2013).  In particular, the subscales are derived from King and 
Baxter Magolda’s (2005) intercultural maturity developmental model.  For each prompt, 
participants self-rate if they strongly agree, agree, are neutral, disagree, or strongly disagree.  
Participants can earn up to five points per prompt, for a total of up to 175 points.  In general, 





agree” response and one point to the “strongly disagree” response for each of the relevant 
prompts.  Out of the 35 prompts, however, 7 are reverse-scored, meaning that higher-levels on 
responses indicate lower global perspectives.  These items are scored with five points for the 
“strongly disagree” response and one point for the “strongly agree” response.  The following 
outline provides a list of the subscales and their constituent prompts.  Prompts that are reverse-
scored are indicated as such.  In the actual inventory, prompts from various subscales are mixed 
throughout the inventory rather than only addressing one subscale at a time.  The following are 
the items in relation to the six factors; the complete inventory is available in the Appendix. 
• Cognitive-Knowing—The ways that participants think about and process their 
understandings relating to cultural and global issues 
o When I notice cultural differences, my culture tends to have the better approach.  
(Reverse scored) 
o Some people have culture and others do not.  (Reverse scored) 
o In different settings what is right and wrong is simple to determine.  (Reverse scored) 
o I take into account different perspectives when evaluating global problems. 
o I consider different cultural perspectives when evaluating global problems. 
o I rely primarily on authorities to determine what is true in the world.  (Reverse 
scored) 
o I rarely question what I have been taught about the world around me.  (Reverse 
scored) 
• Cognitive-Knowledge—The understandings that participants have acquired already in 
relation to cultural and global issues 





o I understand the reasons and causes of conflict among nations of different cultures. 
o I understand how various cultures of this world interact socially. 
o I know how to analyze the basic characteristics of a culture. 
o I can discuss cultural differences from an informed perspective. 
• Intrapersonal-Identity—The ways that participants consider themselves, their identities, and 
their purposes in life 
o I have a definite purpose in my life. 
o I can explain my own personal values to people who are different from me. 
o I know who I am as a person. 
o I am willing to defend my views when they differ from others. 
o I put my beliefs into action by standing up for my principles. 
o I am developing a meaningful philosophy of life. 
• Intrapersonal Affect—Participants’ respect for individuals from different cultural 
backgrounds 
o I am sensitive to those who are discriminated against. 
o I do not feel threatened emotionally when presented with multiple perspectives. 
o I am accepting of people with different religious and spiritual traditions. 
o I enjoy when my friends from other cultures teach me about our cultural differences. 
o I am open to people who strive to live lives very different from my own life style. 
• Interpersonal-Social Responsibility—Participants’ level of concern for people of different 
cultural backgrounds 
o I think of life in terms of giving back to society. 





o I put the needs of others above my own personal wants. 
o I consciously behave in terms of making a difference. 
o Volunteering is not an important priority in my life.  (Reverse scored) 
• Interpersonal-Social Interaction—Participants’ level of interaction with people of different 
cultural backgrounds 
o Most of my friends are from my own ethnic background.  (Reverse scored) 
o I frequently interact with people from a race/ethnic group different from my own. 
o I intentionally involve people from many cultural backgrounds in my life. 
o I frequently interact with people from a country different from my own. 
 (Research Institute for Studies in Education, 2017) 
The inventory authors have conducted a range of measures of reliability and validity.  
Internal consistency of the subscales was measured over a 2-year period among 9773 
undergraduates at over 40 institutions.  The following were the coefficient alphas, which are 
relatively strong (Braskamp, Braskamp, & Engberg, 2013): 
• Cognitive-knowing scale--0.657; 
• Cognitive-knowledge scale--0.773; 
• Intrapersonal identity scale--0.740; 
• Intrapersonal affect scale--0.734; 
• Interpersonal social responsibility scale--0.732; and  
• Interpersonal social interaction scale--0.700. 
Although the inventory authors have not reported the holistic alpha score for the inventory, a 
study of teaching professionals, a population quite similar to the one utilized for this research, 





 Reliability analysis was further conducted with the results of the current research among 
Southeastern USA high school social studies teachers.  In comparison to previous studies, 
responses to the current research demonstrated some higher and lower alpha measures overall 
and for the individual subscales.  The Cronbach’s alpha overall and for each subscale were: 
• Inventory overall--0.86 
• Cognitive-knowing scale--0.56; 
• Cognitive-knowledge scale--0.86; 
• Intrapersonal identity scale--0.90; 
• Intrapersonal affect scale--0.82; 
• Interpersonal social responsibility scale—0.60; and  
• Interpersonal social interaction scale--0.69. 
For the overall inventory, the current research indicates a higher alpha than was 
demonstrated in previous research, with a coefficient of 0.86 as opposed to 0.79 from Poole and 
Russell (2013).  Similar to the Braskamp, Braskamp, and Engberg (2013) research, the cognitive 
knowing scale had the lowest reliability rating, with a coefficient of 0.56.  Also similar to the 
Braskamp, Braskamp, and Engberg (2013) research, the cognitive knowledge and intrapersonal 
identity scales had the highest reliability ratings, with coefficients of 0.86 and 0.90, respectively.  
These reliability ratings indicate that the inventory as a whole consistently measures the same 
quality—global perspectives.  Among the six sub-scales of the inventory, there is a range of 
consistency from relatively low to quite high. 
 In order to ensure validity of the inventory, the authors began with several hundred 
potential items that were pilot-tested among students, university administrators, and experts in 





testing, receiving feedback, and modifying the inventory, the authors worked to ensure that the 
questions validly reflect the theoretical construct and theories related to global perspective 
development. 
In the qualitative portion of the questionnaire, questions were designed to highlight 
reasons for teachers’ answers and provide participants with the opportunity to elaborate upon 
their attitudes and behaviors, particularly in relation to their classroom interactions.  All of the 
open-ended questions appeared at the end of the questionnaire because they holistically address a 
range of issues that may be related to many respondents’ self-ratings regarding the various 
questions and subscales.  Rather than directly addressing individual portions of the Global 
Perspective Inventory, the open-ended questions asked participants to explain how they 
considered students’ cultural backgrounds, how they engaged students with global issues and 
multiple perspectives, underlying factors that led participants to their current attitudes and 
behaviors, and barriers respondents have experienced.  Furthermore, the variety of inventory 
questions may have prompted teachers to consider a fuller range of issues when entering their 
qualitative responses.  The following is the list of open-ended questions that were used.  The 
Global Perspective Inventory subscales to which the open-ended questions most commonly 
applied are listed in parentheses.   
• How strongly, and in what ways, do you take your students’ cultural backgrounds into 
account when planning lessons?  (intrapersonal affect, interpersonal social responsibility) 
• How strongly, and in what ways, are global issues important in the lessons you teach? 





• How frequently, and in what ways, do you encourage your students to engage with 
multiple perspectives on cultural and/or global issues? (interpersonal social interaction, 
interpersonal social responsibility, intrapersonal affect) 
• How frequently, and in what ways, do you help your students to develop appreciation for 
diversity? (cognitive knowing, cognitive knowledge, intrapersonal affect) 
• What professional development, if any, has assisted you in encouraging cultural and/or 
global understanding among your students? (cognitive knowing, cognitive knowledge) 
• What professional development would you like to experience to help you encourage 
cultural and/or global understanding among your students? (cognitive knowing, cognitive 
knowledge) 
• What concerns do you have or barriers have you experienced, if any, in relation to 
encouraging cultural and/or global understanding among your students? (intrapersonal 
identity, interpersonal social responsibility) 
Data Collection and Analysis 
 After gaining approval from the Institutional Review Board, all 233 high school social 
studies in the 15 schools identified previously received the Qualtrics questionnaire via email.  
Because there were several severe weather events during the survey distribution period that 
resulted in school cancellations and power outages, the survey was distributed three times at 
approximate two-week intervals.  Responses to the survey remained confidential and were 
protected using a secured server.  Using the demographic data, teachers were sorted into two 
groups: one group of IB Diploma Programme teachers and the other group of general high 
school social studies teachers.  Quantitative analysis took place for the Global Perspective 





teachers’ responses, quantitative and qualitative data were compared to clarify and elaborate 
upon each other. 
In an attempt to address research question one, responses to the Global Perspective 
Inventory were scored for each participant in relation to each prompt, each subscale, and 
holistically.  Participants received a holistic score out of 175.  Also, descriptive statistics (mean 
and standard deviation) were utilized to summarize the quantitative data within the two groups so 
that comparisons could be made between the two groups.  Each of these measures are 
appropriate because the Likert scale yields continuous results. 
Furthermore, inferential statistics (t tests) were utilized to determine the degree of 
significant difference between the two groups in relation to each response, each subscale, and 
holistically.  Primarily, the goal was to determine if there was a statistically significant difference 
between the groups, with the self-ratings the dependent variable and the IB vs. other social 
studies teachers as the independent variable.  Additionally, multiple regression analysis was 
utilized to determine if there was a statistically significant difference between the IB and non-IB 
teacher groups in relation to each response, each subscale, and holistically when controlling for 
various sociodemographic factors such as age, gender, years of teaching experience, time outside 
the USA, and number of countries visited. 
To address research question two, the researcher scrutinized responses to open-ended 
questions, utilizing color coding and computer software to highlight themes and view the ways 
that themes appeared together in the data.  Initially, the coding process involved only emergent 
codes to discover the ideas presented by the teachers without the bias that could be presented via 
pre-determined categories (Marshall & Rossman, 2011).  Subsequently, analysis involved 





theoretical framework (Marshall & Rossman, 2011).  From the coding and analysis process, the 
researcher identified factors that led respondents to their self-rated global perspective status as 
measured by the quantitative inventory and the ways that global perspectives have impacted their 
classroom practices.  Further information regarding the qualitative coding process is provided in 
Chapter 5.  Included with this explanation in Chapter 5 is Table 5, which demonstrates specific 
codes, their definition, and an example of a quote that demonstrates each of the primary codes. 
After the data were collected and analyzed both quantitatively and qualitatively, they 
were mixed in order to further address research question two.  Creswell and Plano Clark (2011) 
explained that the process of merging data involves determining areas present in both the 
quantitative and qualitative data sets and considering how they can be compared, contrasted, 
and/or synthesized.  Plano Clark, Garrett, and Leslie-Pelecky (2010) provided several effective 
methods of mixing quantitative and qualitative data that were utilized in this analysis and 
reporting process.  One method of mixing is through “merging in a discussion,” which Plano 
Clark, Garrett, and Leslie-Pelecky (2010) described as among the most straightforward of 
methods (p. 156).  Often, this method involves explaining the quantitative outcomes, followed by 
qualitative responses that explain them, corroborate them, create a fuller picture, or even counter 
them.  Subsequent chapters of this dissertation thus demonstrate the ways the themes from the 
qualitative data present additional, alternative, and/or divergent perspectives from the 
quantitative results.   
Furthermore, the authors encouraged “merging by data transformation” (p. 157).  In the 
case of this research, as was explained previously, qualitative data were coded in relation to the 
most salient themes as well as in regard to the six subscales.  When relevant, the coded data then 





By utilizing these methods, the quantitative and qualitative outcomes support, certify, and 
explain one another. 
One of the most useful methods of mixing quantitative and qualitative data, which is 
evident in Chapter 5, was sorting quotations related to a particular scale of the quantitative 
inventory by responses written by individuals who scored in the top 25%, middle 50%, or bottom 
25% on that portion of the inventory.  This information is summarized in a table that 
demonstrates qualitative findings, sorted by quantitative inventory outcomes.  Plano Clark, 
Garrett, and Leslie-Pelecky (2010) refer to this table as “merging with matrix” (p. 163).  As a 
result, the data demonstrate the differing types of qualitative responses that were generated by 
teachers who evaluated themselves across the spectrum of the quantitative inventory.  This 
sorting system of qualitative responses has greatly assisted in demonstrating the contrasting 
nuances of thoughts and behaviors among teachers who self-rated themselves at differing levels 
on the quantitative inventory. 
Timeline 
 The completion of the dissertation took place in 2018-19.  The following timeline 
identifies the primary dates for completion. 
February 2018 
• Finalized the proposal and submitted to the committee 
• Transferred the inventory to Qualtrics 
March 2018 
• Defended the dissertation proposal. 







• Wrote application to the Institutional Review Board 
September 2018 
• Submitted application to the Institutional Review Board 
• Gained approval from the Institutional Review Board 
October 2018 
• Finalized survey distribution email list 
• Completed the first survey distribution 
November 2018 
• Completed the second survey distribution 
• Completed the third survey distribution 
December 2018 
• Began to work on the quantitative analysis 
January 2019 
• Completed the quantitative analysis 
• Wrote Chapter 4 
February 2019 
• Completed the qualitative analysis 
• Wrote Chapter 5 
March 2019 
• Updated proposal Chapters 1, 2, and 3 to finalize for the dissertation 
• Wrote Chapter 6 






• Submitted the dissertation to committee for review and feedback 
• Defended the dissertation 
May 2019 
• Completed edits requested by the committee 
• Submitted the final dissertation to the Graduate School 
Assumptions and Limitations 
 The following were the underlying assumptions of the study.  First, the researcher 
assumed that social studies teachers participating in the study read the items carefully and 
truthfully self-reported their attitudes and behaviors on the Global Perspective Inventory.  
Second, the researcher assumed that IB social studies teachers had adequate experience to 
represent the program’s mission and values.  A third assumption was that the open-ended 
questions would appropriately and sufficiently reveal teachers’ worldviews and their related 
professional experiences and that they would effectively communicate the attitudes, beliefs, and 
practices that have led them to answer as they did in the quantitative portion of the study.  An 
additional assumption was that the primary difference between the social studies teacher in 
regard to their global perspectives as measured by the inventory and open-ended questions was a 
result of their experience with the IB as Diploma Programme teachers. 
 Additionally, there were several limitations to the study.  First, the study was limited by 
the inventory that it utilized.  Given that the study focused on the Global Perspective Inventory, 
this study only revealed trends that were made evident through the inventory.  If there were 
important issues that were not within the purview of the inventory, they were not discovered 





Furthermore, the dissertation was limited by its access to participants.  Although the 
selection procedures provided an opportunity for all high school social studies teachers in 15 
schools to participate in completing the inventory and open-ended questions, they did not all 
choose to do so.  Furthermore, some teachers who completed the inventory then choose not to 
participate in open-ended questions.   
 The study was also limited by its location.  The research took place in three large urban 
and suburban districts in one Southeastern USA state.  As a result, the results are most likely to 
be generalizable to large districts, particularly in the Southeast USA, that have several IB 
Diploma Programmes, given that the presence of several IB World Schools within one district 
may provide greater opportunities for program support and professional development through 
central services as well as the opportunity for collaboration across IB schools within the same 
district.  The results may be less generalizable to schools outside the Southeast USA, given 
possible cultural differences in relation to global perspectives.  Furthermore, the research may be 
less generalizable to small districts, which may have fewer means of support for IB schools and 
teachers.     
Finally, the study was limited by the perspectives and biases of the researcher.  As a 
result of personal experiences, the researcher believes in the positive value of IB for students and 
teachers to develop enhanced global perspectives.  Because of this bias, it will be important for 
the researcher to work conscientiously to scrutinize the data with an acknowledgement of 
limitations due to his preconceptions. 
Positionality 
 The researcher has been involved with the IB during his 19 years as an educational 





educator and school coordinator.  He has conducted professional development related to IB 
programs and global initiatives at the school and state levels on topics including the IB Learner 
Profile, the implementation of the IB Psychology course, and emphasis of global themes across 
the curriculum.  He has additionally been involved in school evaluation procedures with the IB 
and has assisted other schools in the authorization process.  He believes in the positive value of 
IB programs to encourage critical thinking, global awareness, and service.  In light of this 
position, it is important for the researcher to remain neutral in the data collection and analysis 
process.   
In relation to the methods utilized for this study, despite the complexity of mixed 
methods research, the investigator for this study was well prepared.  He has a solid background 
in both quantitative and qualitative research methods and has taken a variety of courses in 
quantitative, qualitative, and mixed methods design as a doctoral student.  Furthermore, with a 
background as a psychology teacher in Advanced Placement and International Baccalaureate 
programs, the researcher has extensive experience working with students to develop a variety of 
research studies and that have drawn from a variety of research methodologies and traditions.  
He is well versed with a range of research skills in quantitative, qualitative, and mixed methods, 
and he has appropriately applied his skills to this research project. 
Summary 
 The research project utilized a mixed methods convergent parallel design to determine 
the extent to which there are difference between IB and other high school social studies teachers 
in relation to their global understandings as measured by the Global Perspective Inventory 
(Braskamp, Braskamp, & Engberg, 2013) and open-ended questions that applied the concepts of 





groups of teachers as measured by the inventory, open-ended questions highlighted the 
underlying reasons for their differences as well as what that those differences indicated about 
classroom instruction.  Participants have taught social studies in one of three large districts in the 
one state of the Southeastern US.  Results of the research may help researchers better understand 
the results of using the Global Perspective Instrument, and they may yield recommendations for 
improved practice that helps ensure student agency, emphasizes care for the planet, develops 
understanding of diverse others, and empowers action against injustices.  As was expressed by 
Noddings (2005), Merryfied (1997), and others, these dispositions and skills are necessary for all 
students in the IB program as well as those in the general curriculum as they lead the world in a 


















DEMOGRAPHIC AND QUANITITATIVE RESULTS 
Introduction 
 In the fall of 2018, the Global Perspective Inventory (Research Institute for Studies in 
Education, 2017), demographic questions, and open-ended questions were distributed via email 
using the Qualtrics program to all of the social studies teachers working in the 12 International 
Baccalaureate Diploma Programme schools in the three largest, urban public school districts in a 
Southeastern state of the USA.  Because none of these schools offer a whole-school Diploma 
Programme, some of the social studies teachers who received the survey in these schools are not 
Diploma Programme teachers and would therefore fall into the non-IB teaching category.  
However, because this is a smaller percentage of teachers, one additional non-IB traditional 
public school per district was selected utilizing a random selection of possible schools in order to 
expand the non-IB teachers to those teaching within traditional (non-IB) schools and to ensure 
appropriate representation of this group to be more equal in the number of likely responses to the 
IB teachers.  In total, the survey was distributed to 233 social studies teachers employed in 15 
schools located in 3 large public school districts.   
 The survey was distributed three times to potential respondents’ professional email 
addresses in order to ensure an appropriate response-rate.  The fall of 2018 brought forth several 
extended school cancellations across the state as a result of poor weather and power outages, and 
it was important to provide multiple distributions of the survey so that participants would have 
access and opportunity to respond.  A total of 45 teachers responded, which is a 19.3% response-





the IB Diploma Programme, and 23 do teach in the IB Diploma Programme.  The overall 
response-rate is slightly higher than the 18% response rate Sappleton (2016) found to be typical 
of solicitation for research via email, when the email to individuals working in academic fields 
included an informative subject line such as the one utilized for the global perspectives survey.  
Sappleton noted that the barriers to participation included the increasing barrage of emails 
exchanged in professional fields, particularly those categorized as bulk-distributed or other 
unsolicited emails, such as the one sent for this research. 
This chapter addresses the quantitative responses provided by participants, and the 
subsequent Chapter 5 provides an analysis of the qualitative responses.  Of the two research 
questions, this chapter most closely addresses the first research question:  Is there a significant 
difference self-assessed by the Global Perspective Inventory’s total score and six subscales when 
comparing International Baccalaureate (IB) Diploma Programme social studies teachers and 
other high school social studies teachers, when controlled for teachers’ sociodemographic and 
professional characteristics?  If there are differences, to what extent and in what specific areas do 
they exist?  The discussion of quantitative data includes the following analyses:  
• A summary of respondents’ demographic characteristics, such as age, gender, and years 
of teaching experience; 
• A summary of the participants’ responses to the inventory overall, the scales, and the 
individual questions, including descriptive and inferential statistics to demonstrate the 
similarities and differences between the IB and non-IB teachers; and 
• Outcomes of multiple regression analyses to demonstrate significant differences between 
the IB and non-IB teacher groups on the inventory overall, on the six scales, and in 





variables, such as age, gender, years of teaching experience, time outside the USA, and 
number of countries visited.  
Following this discussion of the demographic and quantitative results in Chapter 4,  
Chapter 5 presents an overview of the qualitative results.  As was explained in the previous 
chapter, this research has utilized a mixed methods (quantitative plus qualitative) convergent 
parallel design (Creswell & Plano Clark, 2011).  This method is the most appropriate design 
when the researcher conducts both quantitative and qualitative techniques simultaneously and 
then makes both quantitative and qualitative comparisons between groups (Crewell & Plano 
Clark, 2011).  The qualitative analysis is most closely related to research question two: To what 
extent and in what ways do qualitative answers to open-ended questions contribute to a more 
comprehensive and nuanced understanding of the causes and effects of the differences between 
these two groups of teachers, and what practical suggestions might these qualitative responses 
make to teachers, administrators, and policy makers?  Qualitative analysis has taken place 
through multiple phases of review of qualitative responses, initially with open coding to identify 
emergent themes and subsequently to identify responses that more directly address the inventory 
scales and the specific research questions (Marshall & Rossman, 2011).  A fuller explanation of 
the qualitative data analysis is provided at the beginning of Chapter 5. 
Demographics 
 Respondents answered a variety of questions related to their gender, age, teaching 
experience, time abroad, non-English language proficiency, and other sociodemographic 
questions.  In relation to gender, 52% of IB teachers were male, but 59% of non-IB teachers were 
female.  Table 1 summarizes the additional demographic information provided by respondents.  





the IB Diploma Programme are described in the middle columns, and teachers who do teach in 
the IB Diploma Programme are described in the right columns.  Results for each characteristic 
are presented by the lowest, 25th percentile (PCTL), 50th percentile, 75th percentile, and highest 
scores.  These ratings demonstrate the overall range of responses as well as their distribution 
along the various scales.  Reponses are presented as percentiles because teachers responded by 
identifying their age range, range of teaching years, range of number of countries visited, etc. so 
that they would be less individually identifiable than if they had provided specific numbers.  
Unfortunately, these ranges cannot be reported effectively by mean and standard deviation, but 
the percentile scores provide an overall view of the respondents’ backgrounds. 
Table 1                       
Demographic Analysis Demonstrated by Percentile (PCTL) 
 
  Non-IB Teachers   IB Teachers 




















































































In regard to age and teaching experience, as is demonstrated in the table, the IB social  
studies teachers who responded are older than their non-IB colleagues, with the 50th percentile of 
the IB teachers in the 41-50 age range and the 50th percentile of the non-IB teachers in the 31-40 
age range.  Additionally, the IB Diploma Programme social studies teachers are significantly 





years of teaching experience, and the 50th percentile of non-IB teachers having 7-9 years of 
teaching experience.   
In relation to their international experiences, the IB Diploma Programme teachers have 
spent more time outside the USA than their colleagues, with the 50th percentile of the IB teachers 
having spent 4-6 months outside the USA, and the 50th percentile of non-IB teachers having 
spent 1-3 months outside the USA.  Moreover, the IB Diploma Programme teachers have visited 
more countries than their colleagues, with the 50th percentile of the IB teachers having visited 7-
9 countries outside the USA and the 50th percentile of non-IB teachers having visited 4-6 
countries outside the USA.  In fact, just one fewer than half of IB teacher participants had visited 
10+ countries outside the USA.  Given that 10+ was the highest category on the survey, there 
was a ceiling effect on this demographic question among the IB teachers, and the responses 
among this group for this question are not normally distributed.  Additionally, although the 50th 
percentile of both groups of teachers have visited three global regions as defined by the survey 
(South America, Sub-Saharan Africa, Western Europe, etc.), the means for the two groups are 
quite different.  The mean number of global regions visited outside the USA by IB teachers was 
3.73, and the mean number of global regions visited outside the USA by their non-IB colleagues 
was 2.81.   
Regarding language proficiency in one or more languages other than English, at the lower 
ends of the scale, the two groups were identical, primarily with no or beginning proficiency.  
However, at the upper ends of the scale, the non-IB teachers’ proficiency in languages other than 
English exceeded the IB teachers, with more teachers self-reporting themselves to be at the 





In addition to reporting on their gender, years of teaching experience, international travel, 
and non-English language proficiency, in the demographic section, teachers identified the 
courses they have taught and the number of years that they have taught these courses.  This 
information is provided in Table 2.  There were some courses listed in the survey that none of the 
respondents had taught (e.g. IB Geography and AP Capstone), and these courses have not been 
reported in the table.  
Table 2            
Courses Taught            










20th Century Civil Rights  0   5 11 
21st Century Global History 1 2  2 14.5 
African American Studies 4 3  4 1.5 
American or US History 15 6  15 7.67 
American Humanities 0   4 8.75 
American Indian Studies 0   1 3 
Civics and Economics 11 5.64  16 5.25 
Latin American Studies 0   2 6 
Law and Justice 4 5  3 2.67 
Lessons of Vietnam 1 3  7 8.57 
Conversations in Diversity 0   3 12 
Psychology 3 2.33  10 7.5 
Sociology 5 2.4  9 4 
The Cold War 0   4 9.25 
Turningpoints in US History 0   2 17 
World Humanities 6 6.67  7 8.14 
Other 8 5  10 16.6 
IB Economics 0   2 1 
IB Global Politics 0   3 1.5 
IB 20th Century Topics 0   3 9.67 
IB History of the Americas 0   7 4.71 
IB Philosophy 0   2 9.5 
IB Psychology 0   7 6.14 
IB Anthropology 0   1 2 
IB Theory of Knowledge 0   4 10.5 





AP Comparative Government 2 5  2 7.5 
AP European History 2 6.5  4 2.75 
AP Human Geography 3 5.3  3 2 
AP Macroeconomics 1 6  1 10 
AP Microeconomics 0   1 10 
AP Psychology 5 4.25  6 8.57 
AP US Government 2 1.5  5 7.4 
AP US History 2 8  5 7.4 
AP World History 5 3.6  3 5.67 
Mean Years Experience among 
Teachers who have Taught the 
Course  4.51   7.22 
 
The teachers who do not teach in the International Baccalaureate Diploma Programme 
reported that they had taught a variety of 18 different courses, and the IB teachers had taught a 
variety of 35 different courses, including 9 IB courses.  Among all teachers, the most commonly 
taught courses were those required by the state for graduation, especially American History and 
Civics.  Overall, 67% of all respondents had taught the state-mandated American History course, 
and 60% had taught Civics.  Additionally, IB History of the Americas and Advanced Placement 
(AP) US History were also among the most commonly taught IB and AP courses.  Among other 
courses that students might take as electives or to fulfill IB Diploma requirements, it is notable 
that teachers had experience with a wide range of options in history, the humanities, and social 
sciences.  Interestingly, one of the most common options was Psychology—the state curriculum, 
the AP course, or the IB course—and there were 31 reports of teaching one of these psychology 
courses out of the 45 responses.  As might be predicted by the previous report of differences in 
the average years of experience for non-IB teachers and their IB colleagues, IB teachers reported 
significantly more years teaching their respective courses.  Among the courses they have taught, 
IB teachers reported a mean of 7.22 years of experience teaching their specific courses, and their 





Quantitative Analysis of the Data 
Significance Analysis 
 As is demonstrated in Table 3, overall, teachers rated themselves relatively highly.  The 
overall mean score for the inventory was 138.8 out of 175 possible points.  The mean for 
teachers who do not teach in the IB Diploma Programme was 141.32, and the mean for those 
who do teach in the program was 136.39.  Out of the 35 questions on the inventory, respondents 
averaged a self-rating of 4 or higher (out of 5) for 17 questions.  The only question that had an 
average score below the neutral score of 3 was “Most of my friends are from my own ethnic 
background,” which is a reverse-scored item.  (For all reverse-scored items, scores have been 
translated so that a response of 1 is a score of 5, a response of 2 is a score of 4, etc.)  The average 
score for this item was 2.52 overall--2.8 for the non-IB teacher group and 2.30 for the IB teacher 
group.  The highest average score was for the question “Some people have a culture and others 
do not,” which is a reverse-scored item.  The average score for this item was 4.67 overall—4.59 
for the non-IB teacher group and 4.73 for the IB teacher group.  The second highest average 
score was for the question “I enjoy when my friends from other cultures teach me about our 
cultural differences.”  The average score for this time was 4.49 overall—4.59 for the non-IB 
teacher group and 4.39 for the IB teacher group. 
The independent samples t test was utilized to measure if there was a statistically 
significant difference between the teachers who do teach in the IB Diploma Programme and their 
colleagues who do not teach in the IB Diploma Programme in relation to their results on the 
Global Perspective Inventory (Research Institute for Studies in Education, 2017) overall, in 
relation to each of the six scales, and in relation to each individual question.  Table 3 reports the 





for both groups.  As was mentioned previously, for items that are reverse-scored, meaning that a 
rating of 1 indicates higher levels of global perspectives as measured by the inventory, in order 
to keep the measurements the same for all items, results of 1 have been translated to a 5, and 
results of 2 have been translated to a 4, etc.  Table 3 additionally compares the two groups by 
demonstrating the t statistic and the p value overall, for each scale, and for each question.  Given 
that there was no prediction of which group would have higher scores on the inventory, the 
results are reported using a two-tailed test of significance (Gall, Gall, & Borg, 2007). 
Table 3             
Scores and Comparisons 
  
 Overall  Non-IB  IB  Comparison 
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The following are the points of significant difference in score outcomes between the two 
groups of teachers as measured by the independent samples t test, with an alpha of .05.  In each 
situation, the teachers who do not have experience with the International Baccalaureate Diploma 
Programme demonstrated higher scores than their peers who do teach in the International 
Baccalaureate Diploma Programme.   
 In relation to the intrapersonal identity scale, the overall mean was 4.04, and the overall 
standard deviation was .75.  The t test indicated that there was a significant difference in the 
scores between the non-IB teachers (M=4.20, SD=.56) and IB teachers (M=3.90, SD=.87); 
t=3.36, p=.00.  Additionally, in relation to the interpersonal social interactions scale, the overall 
mean was 3.52, and the overall standard deviation was 1.12.  The t test indicated that there was a 
significant difference in the scores between the non-IB teachers (M=3.70, SD=1.00) and IB 
teachers (M=3.34, SD 1.21); t=2.23, p=.03.  Moreover, in relation to the question “I put the 
needs of others above my personal wants,” the overall mean was 3.51, and the standard deviation 
was .86.  The t test indicated that there was a significant difference in the scores between the 
non-IB teachers (M=3.86, SD .77) and IB teachers (M=3.17, SD=.83); t=2.87, p=.01.1 
Impact of Demographic Factors on the Self-Ratings of the Two Groups 
 In light of the statistically significant different outcomes demonstrated by the non-IB and 
IB teachers in relation to two scales and one additional question on the Global Perspective 
Inventory (Research Institute for Studies in Education, 2017), it was of interest to evaluate if the 
sociodemographic factors reported by teachers at the beginning of the questionnaire had any 
                                                          
1 Given the smaller sample size, in order to further demonstrate and verify the accuracy of the t test, the researcher additionally 
utilized the nonparametric Mann-Whitney U test to compare the data outcomes of the IB and non-IB teacher group.  The Mann-
Whitney U test is a nonparametric test of significance for independent samples of ordinal data, such as the Likert scales used in 
the Global Perspective Inventory.  Outcomes of the Mann-Whitney U test were nearly identical to the outcomes of the t test, with 
statistically significant differences between IB and non-IB teacher groups being demonstrated only in relation to the same two 





significant impacts with outcomes, particularly given the notable differences between the two 
groups in age, gender, years of teaching experience, time spent outside the USA, and the number 
of countries visited.  A fuller report on differences between the two groups in relation to the 
demographic questions was provided previously in this chapter. 
 As a result, multiple regression analysis took place to determine if the impacts of 
teachers’ group status (IB or Non-IB) on their self-rating scores would be explained by their 
sociodemographic statuses.  This researcher performed 43 multiple regressions with teachers’ 
self-rating total scores, scores for each of the six scales, and scores for each of the 35 items as 
dependent variables and teachers’ IB or non-IB affiliation as an independent variable as well as 
the five sociodemographic variables used as control variables.  Most of the multiple regression 
models do not show overall fitness, i.e. statistical significance, with p of the R-squared at .10 
(marginally significant), .05 (significant), and .001 or less (very significant). The only 
statistically fitted model is the scale of interpersonal social interactions as the dependent variable. 














Table 4  
Teachers’ IB or Non-IB Affiliation and Sociodemographic Variables on Self-Rating Scores of the 
Interpersonal Social Interactions Scale 
 
Variables                             Standard Coefficients 
_____________________________________________________________________________________ 
   
IV: Non-IB (0) or IB (1)                                 2.89* 
Age                                                      -1.23 
Gender                                                              0.50 
Years Teaching                                    -2.10 **  
Time Outside USA                                            .74 
Countries Visited                                             2.09*   
R2                                                                     0.461***        
______________________________________________________________________________                                                                                                    
Note. * IV = Independent Variable. β = Standardized Coefficient.  
* p ≤ .10. **p ≤ .05. ***p ≤ .001. 
Table 4 combines three main tables required to understand the results from the multiple 
regression procedure. The first two tables—ANOVA and model summary—determine how well 
the model fits. The third table of the estimated size and significance of model coefficients 
indicates how much the dependent variable varies with an independent variable when all other 
independent variables are held constant as well as if each of the coefficients are or are not 
statistically significant. 
Due to space limitations, this report only includes statistically significant results in Table 
4 above.  As is demonstrated in Table 4, the model for self-rating scores of interpersonal social 
interactions demonstrates a high goodness of fit.  This model explains more than 46% of the 
variability of the teachers' self-rating scores by the independent variable and control variables.  
Findings from Table 4 reveal that, while all six independent and control variables are held 
constantly, three variables have shown statistical significance: IB-or Non-IB affiliation, years of 
teaching, and number of countries visited.  Thus, results may indicate that IB teachers are more 





the interpersonal social interactions scale was also more evident among teachers who visited 
more countries or taught fewer years.  Interestingly, this result outcome is contrary to the two-
tailed t test, which indicated that non-IB teachers self-rated themselves more strongly to a 
statistically significant degree on this particular scale.  Overall, when controlling for the 
sociodemographic characteristics, the IB social studies teachers demonstrated higher self-ratings 
on the Interpersonal Social Interactions scale. 
Summary 
 In summary of the quantitative analysis, first, there are differences in non-IB and IB 
groups in terms of sociodemographic characteristics.  Second, without considering the 
differences in sociodemographic characteristics, there are some visible differences in the self-
ratings by the two groups: the non-IB teachers rated themselves more highly on the inventory 
overall, on five of the six scales, and on 27 of the 35 individual questions.  However, when, the 
differences between the two groups were tested with two-tailed t tests, the results showed 
statistically significant differences for two of the scales (intrapersonal identity and interpersonal 
social interactions) and one of the individual questions (“I put the needs of others above my own 
personal wants”), with the non-IB teachers rating themselves more highly in each of these cases.  
Finally, multiple regression analyses with five main sociodemographic variables indicated a 
statistically significant impact of the teachers’ IB or non-IB affiliation on self-rating scores of 
only one of the six scales--the scale of Interpersonal Social Interactions, with an indication of 
higher self-ratings among IB Diploma Programme social studies teachers, when controlled for 
the sociodemographic variables.  The multiple regression models of the teacher IB or non-IB 

















 As the research reported involved a mixed-methods convergent parallel design, the 
process encompassed both quantitative and qualitative techniques that collected data 
simultaneously and then provided both quantitative and qualitative comparisons between groups 
(Crewell & Plano Clark, 2011).  The quantitative analysis of data was reported in Chapter 4, and 
this chapter is a description of the qualitative analysis that initially was conducted independently 
of the quantitative analysis and then compared with the quantitative outcomes to explain, 
elaborate upon, and elucidate nuance not measurable by the quantitative inventory. 
 The research question for qualitative inquiry was: To what extent and in what ways do 
qualitative answers to open-ended questions contribute to a more comprehensive and nuanced 
understanding of the causes and effects of the differences between these two groups of teachers, 
and what practical suggestions might these qualitative responses make to teachers, 
administrators, and policy makers?  Data for qualitative inquiry were collected through 
participants’ responses to seven open-ended questions that were added to the electronic survey 
following the quantitative inventory.  The questions were designed to assess teachers’ global 
perspectives holistically and to provide them with the opportunity to respond based on their 
personal attitudes and experiences in addition to their perceptions of and interactions with 






The open-ended questions were: 
• In what ways, if any, do you take your students' cultural backgrounds into account 
when planning lessons? 
• In what ways, if any, are global issues important in the lessons you teach? 
• In what ways, if any, do you encourage your students to engage with multiple 
perspectives of cultural and/or global issues? 
• In what ways, if any, do you help your students to develop appreciation for diversity? 
• What professional development, if any, has assisted you in encouraging cultural 
and/or global understanding among your students? 
• What professional development, if any, would you like to experience to help you 
encourage cultural and/or global understanding among your students? 
• What concerns do you have or barriers have you experienced, if any, in relation to 
encouraging cultural and/or global understanding among your students? 
Overall, teachers responded to the open-ended questions extensively and with a high  
level of detail, as will be illustrated through the diverse subsequent examples.  After 
inconsequential responses (such as “n/a”) were eliminated from the dataset, a total of 166 
responses to the questions were nearly divided equally between the IB and non-IB teacher 
groups. 
Qualitative Analysis and Outcomes Summary 
Teachers’ open ended-responses were studied in multiple phases in order for the 
researcher to be immersed in the data and extract key themes, recognize relationships with the 
quantitative outcomes, and draw inferences related to causes and implications both of the 





recognize trends and emergent themes (Marshall & Rossman, 2011).  The key considerations in 
this first phase of coding were to determine how teachers responded regarding the questions of 
who, what, when, where, and how.  Examples of the types of questions considered during this 
first phase of analysis were the following.  Who is involved in global perspective education?  
What is the balance of teacher versus student responsibility for this learning?  What aspects of 
global learning were teachers finding useful or important, and what aspects were they 
questioning?  In what setting does effective global education occur?  Does global perspective 
education occur most importantly in the current high school teacher’s classroom, or is global 
education expected to be prior knowledge?  Is global perspective education important for all 
students or only for some students?  What teaching methods are most important for global 
perspective education.  Through this initial study of teachers’ responses, the researcher became 
closely aware of the trends, themes, and issues teachers raised and was thus prepared to move to 
the next phase of analysis, which involved a priori, theory-based codes. 
Following the initial open coding that was immensely useful in developing an 
understanding of the themes and trends in the qualitative statements, the researcher sorted 
teacher comments into theory-based categories related to the six scales of the inventory—
cognitive knowing, cognitive knowledge, intrapersonal affect, etc.—while additionally 
separating the IB teacher group from the non-IB teacher group, as was demonstrated through the 
demographic section of the survey.  As a result, the researcher developed a list of teacher 
statements that reflected the cognitive knowing scale for the IB teachers and a list for the 
cognitive knowing scale of the non-IB teachers.  The researcher continued this sorting for all the 
subsequent scales.  Because the seven open-ended questions did not each directly address a 





seven open-ended questions.  Next, the researcher further studied the responses related to each of 
the scales and considered the primary themes or ideas they represented in relation to the scale.   
Then, the researcher began to mix the quantitative and qualitative outcomes by 
highlighting which statements were made by teachers whose subscale scores fell into the highest 
and lowest quartiles in order to evaluate differences in the ways that teachers in the top, middle, 
and bottom segments of each scale of the quantitative survey, separated by IB teacher and non-
IB teacher groups, reflected their global perspectives in their descriptive and evaluative 
responses.   
Additionally, the researcher further considered teacher responses that were not associated 
with any particular inventory scale, sorting them by topic and theme.  The majority of these 
comments focused on three primary areas: successful professional development experiences, 
professional development needs, and perceived barriers to effective global education.   
The primary codes, along with a description and example, are demonstrated in Table 5.  
These codes include the a priori codes determined by the inventory scale.  The additional three 
primary emergent themes that were not included in the inventory are included at the bottom of 




    
Demonstration of Qualitative Codes 
 
Code  Definition  Example 
Cognitive Knowing 
Scale 
 • Explanation of how the teacher 
acquires knowledge related to 
global or cultural 
issues/perspectives 
• Explanation of how the teacher 
facilitates student acquisition of 
knowledge related to global or 
cultural issues/perspectives 
 
 I provide them multiple interpretations 
of events and have them look at stories 








 • Explanation of the global/cultural 
knowledge already acquired by the 
teacher 
• Explanation of the global/cultural 
knowledge already acquired by 
students 
 
 I teach World History, so global issues 
are always a factor in teaching. The past 
always affects how countries and 
cultures interact today. 
Interpersonal 
Identity Scale 
 • Description of the teacher’s identity 
in relation to people of other 
backgrounds 
• Description of students’ identities in 
relation to people of other 
backgrounds 
 
 I worry that my personal experiences 
and biases can unconsciously affect my 




 • Description of the teacher’s 
openness to people of other 
backgrounds 
• Description of students’ openness to 
people of other backgrounds 
 Some students are more closed-minded.  
They often feel acknowledging the 
benefits of another culture requires a 
dismissal of their own values.  I try to 





 • Description of the teacher’s sense of 
responsibility to others. 
• Description of students’ sense of 
responsibility to others. 
 
 I try to show and explain how 
differences are what makes society, and 
everyone has something to contribute. 
Interpersonal Social 
Interactions Scale 
 • Description of the teacher’s 
interactions with individuals from 
different cultural backgrounds 
• Description of the interactions 
between students of different 
cultural backgrounds 
 
 I express interest in ethnic backgrounds 
of my students. I also maintain a strict 
level of sensitivity to language concerns. 
Barriers to Global 
Perspectives 
Education 
 • Description of the challenges that 
the teacher has experienced when 
working to engage students with 
global perspectives education 
 Communication home to parents of 
[students learning English] can be 
difficult in order to convey the 





 • Professional development 
experiences that have helped the 
teacher to better understand global 
or cultural issues or perspectives 
and/or to facilitate these 
understandings among students 
 AP Human Geography training was 
helpful in developing a foundation of 
[global points of view]. Human beings 
are remarkably similar across time and 
space. That training provided a 
vocabulary and activities that help 
engage students to help understand these 





 • Suggestions for professional 
development experiences the 
teacher would like to experience in 
order to better understand global or 
cultural issues or perspectives 
and/or to facilitate these 
understandings among students 
 
 Just knowing the current vocabulary that 
should be used, currently vocabulary 
that shouldn't be used, and why or why it 
shouldn't be used so as to not say 







The following analysis reports on the outcomes of the qualitative inquiry by providing 
the primary themes and exemplar quotes in relation to the six scales and further themes 
demonstrated in the qualitative data.  The analysis additionally demonstrates, when relevant, 
differences in quotes for teachers who fell in the upper and lower quartiles of each quantitative 
inventory scale.  The quantitative and qualitative results are summarized in Table 6, which 
provides the mean for each scale in the IB and non-IB teacher groups in addition to a description 
of quotations for teachers who scored in the top 25%, middle 50%, and bottom 25% of each of 
these scales.  As was mentioned in Chapter 3, this table demonstrates the method of mixing 
quantitative and qualitative data by “merging with a matrix” (Plano Clark, Garrett, & Leslie 
Pelecky, 2010, p 163).  As these authors explained, this method of merging quantitative and 
qualitative information demonstrates the ways in which qualitative findings differ across a range 




    
Summary of Quantitative and Qualitative Results  
 
Inventory Scale  IB Teacher Responses  Non-IB Teacher Responses 
Cognitive 
Knowing 
 18 responses in open-ended questions 
Mean: 4.01 
Upper 25%: Specific, detailed lessons to 
enhance student cognitive knowing via 
consideration of multiple perspectives 
Middle 50%: General ideas for 
integration of cognitive knowing 
Lower 25%: Little integration of 
cognitive knowing; recognition of 
challenges 
 
 17 responses in open-ended questions 
Mean: 3.95 
Upper 25%: Specific, detailed lessons to 
enhance student cognitive knowing via 
consideration of multiple perspectives 
Middle 50%: General ideas for integration 
of cognitive knowing 
Lower 25%: Statements of positive 




 17 responses in open-ended questions 
Mean: 3.90 
Upper 25%: Reflection on how the 
teacher has gained cognitive knowledge 
and how the teacher uses this 
information to enhance student learning 
 19 responses in open-ended questions 
Mean: 4.09 
Upper 25%: Lists of concepts students learn 
in classes 
Middle 50%: Lists of concepts students 





Middle 50%: Lists of concepts students 
learn in classes 
Lower 25%: Evidence of missed 
opportunities for developing cognitive 
knowledge 
 
of embedding global knowledge with 
American History courses 
Lower 25%: Explanation of challenges of 
embedding global knowledge embedded 
with American History courses 
Intrapersonal 
Identity 
 3 responses in open-ended questions 
Mean: 3.90* 
Upper 25%: No comments 
Middle 50%: Importance of facilitating 
student reflection on personal identity; 
students should see themselves reflected 
in the curriculum 
Lower 25%: No responses 
 
 4 responses in open-ended questions 
Mean: 4.20* 
Upper 25%: No responses 
Middle 50%: Deep reflection on the 
teacher’s personal identity and how the 
teacher’s identity may impact student 
learning experiences 
Lower 25%: No responses 
Intrapersonal 
Affect 
 14 responses in open-ended questions 
Mean: 4.30 
Upper 25%: Reflection on how teaching 
experience leads to understanding of 
diverse perspectives; openness; 
sensitivity 
Middle 50%: Importance of 
understanding students’ backgrounds to 
build relationships 
Lower 25%: Limited understandings, 
such as one “diversity day” or curtailing 
controversial conversations 
 
 10 responses in open ended questions 
Mean: 4.34 
Upper 25%: Importance of inclusive and 
sensitive environment 
Middle 50%: Importance of inclusive and 
sensitive environment 
Lower 25%: Deep reflection on students’ 




 0 responses in open-ended questions 
Mean: 3.73 
No responses 
 4 responses in open-ended questions 
Mean: 3.87 






 9 responses in open-ended questions 
Mean: 3.34* 
Upper 25%: No responses 
Middle 50%: Encourage open, honest 
interactions; some pessimistic 
comments on students being narrow-
minded in contemporary age 
Lower 25%: No responses 
 14 responses in open-ended questions 
Mean: 3.70* 
Upper 25%: Positive presentation of world 
cultures to build interest and curiosity in 
diverse perspectives 
Middle 50%: Develop understanding of 
connectedness; develop empathy 
Lower 25%: No responses 
 
 
Note. * p ≤ .05 on the two-tailed t test 
Results in Relation to the Inventory Scales 
Cognitive Knowing 
Of the 166 written responses to questions, the largest percentage of comments were 
related to both the cognitive knowing and cognitive knowledge scales of the inventory.  The 





respondent gathers knowledge in relation to cultural or global issues.  For example, does the 
respondent take differing perspectives into account?  Does the respondent rely on authorities for 
determine what is correct?  Does the respondent question what he or she has been taught about 
the world?  Of the comments written by teachers who work in the IB Diploma Programme, 18 
responses were related to the cognitive knowing scale, and their non-IB colleagues provided 17 
responses that related to the cognitive knowing scale.  Overall in the cognitive knowing scale, IB 
teachers had slightly higher inventory outcomes, with an average score of 4.01 out of 5.00 
compared with a non-IB teacher average score of 3.95 out of 5.00.  However, the inferential 
statistics did not indicate this difference to be significant.   
 Among nearly all of the comments related to cognitive knowing in both the IB and non-
IB teacher groups, the focus was on how teachers work with students to develop their cognitive 
knowing rather than about the cognitive knowing of the teacher himself or herself.  The most 
common themes overall were the inclusion of multiple perspectives, the use of outside resources, 
and methods to help students to consider perspectives different from their own.  To better 
illustrate the nuances of the teachers’ responses, they have been organized by those who scored 
in the top 25% of this scale of the inventory, the middle 50% of this scale of the inventory, and 
the bottom 25% of this scale of the inventory, separated both by the IB and non-IB teachers.  As 
is evident through the quotations, teachers whose quantitative cognitive knowing scores were on 
the higher end of the scale also had more specific and nuanced descriptive responses, and those 
whose scores were on the lower end of the scale had responses that were either less detailed or 
put less value on the importance of working with students to develop their cognitive knowing in 





 IB teachers who scored in the top 25% of the cognitive knowing scale of the inventory 
described specific methods they have used to help students to consider varying perspectives in 
their lessons.  One teacher commented:  
We are always looking at events through different lenses. How did the Native Americans 
view land ownership?  What motivated the Europeans to colonize the Americas?  Why 
did slavery take hold in the Southern colonies?  How did the Southerners rationalize the 
treatment of African Americans?  I can go on and on! 
 
A second IB teacher who scored in the top 25% of the cognitive knowing scale provided similar 
ideas related to teaching students to consider many perspectives: 
I make a conscious effort to teach my American History classes like a Sociology course.  
We talk about the Native American perspective on life as compared to the Europeans.  
We discuss the environmental differences among the 13 original colonies.  We look at the 
social class struggles among the rich and poor throughout our early history.  The study of 
plantation slavery gives us an opportunity to understand the roots of the civil rights 
movement.  History is the perfect subject to engage students in all the disciplines that we 
call the social studies. 
 
Interestingly, in both of these statements, the teachers clearly identified American history content 
through which students would learn more deeply about the contemporary global perspectives 
evaluated by the inventory.  In their classrooms, students learn about race, class, and 
colonialization to consider various perspectives and adopt diverse lenses. 
 In contrast to the statements from respondents who scored in the top 25% on the 
cognitive knowing scale of the inventory among IB teachers, those who scored in the middle 
50% provided relevant comments and examples, but their responses were much less detailed.  
For example, one commented: “We have debates in my class where the students do not get to 
choose their side of the issue and they must research and convince others of their position, even 
if they don't agree with it.”  Another example was “I try to daily get the students to consider 
perspectives that aren't their own.”  A third example was “I'll often assign perspectives to them 





Clearly, each of these teachers recognizes the importance of providing students with the 
opportunity to consider varying perspectives as they develop their knowledge; however, these 
responses are significantly less detailed in relation to the specific methods and units of study 
involved. 
 Among the IB teachers whose scores were in the bottom 25% of the cognitive knowing 
scale, there was a range of answers, many of which presented either limited consideration of 
opportunities to engage students with the qualities of the cognitive knowing scale or barriers they 
perceived to have in relation to helping students to develop their cognitive knowing of global 
perspectives.  For example, one teacher commented: “Within [the social psychology unit], 
students are asked to examine different points of view and behaviors based on cultural 
differences of people.”  Although this statement demonstrates one opportunity within the 
psychology curriculum, there are many, ongoing opportunities for students to consider their own 
and others’ perspectives across this curriculum, and the teacher has not demonstrated a 
consideration of the opportunities that go beyond what is likely the most obvious.   
 A second IB teacher whose cognitive knowing score was in the bottom 25% addressed 
the “use of outside sources, such as speakers from the community, to give a unique and different 
perspective.”  This, indeed, is a useful suggestion and application of the cognitive knowing scale 
for students.  However, a more nuanced answer might then explain how that teacher would 
subsequently help students to reflect on their own perspectives as well as the perspectives 
presented by the guest speakers to better understand their perceptions of truth. 
 A third IB teacher whose cognitive knowing scales was in the bottom 25 % reflected 
more meaningfully on the backgrounds of his or her students and considered challenges in how 





I teach in a school that is roughly broken into thirds, 1/3 Asian, 1/3 Black, 1/3 White.  I 
try as much as possible to bring African History into my American History I classes but 
find it hard to bring in other cultures in a curriculum so based in Western European 
perspectives (Colonization - Reconstruction).  In IB Global Politics, the curriculum 
brings cultural backgrounds to the forefront often in debate, and it is much easier. 
 
In this case, the teacher demonstrated an interest in bringing multiple perspectives into classroom 
consideration, but he or she found this process to much more feasible in the IB Global Politics 
course as opposed to American History.  As an interesting point of contrast, the American 
History teachers who scored at the top 25% of the scale very effectively described how they 
bring multiple perspectives into the history classroom in order to empower student thinking. 
 Among the 166 total written responses, 17 were from non-IB teachers who addressed one 
or more aspects of the cognitive knowing scale.  Overall, the comments of non-IB teachers were 
similar to the comments of IB teachers, which is not surprising, given that there was no 
significant difference between the two groups in regard to their outcomes on the inventory.  The 
majority of comments from non-IB teachers who scored in the top 25% of the cognitive knowing 
scale regarded specific methods they used to help students to understand diverse perspectives.  “I 
encourage my learners to look beyond their own views and try to see thing from another person’s 
point of view:  How do you think this group felt about...?  What impact do you think this had on 
this region?"  Another example addressed the same idea of helping students to consider issues 
from another person’s perspective but provided more detail of a specific classroom lesson: 
I start the year by showing videos of different types of wedding ceremonies from around 
the world to show that love is something that is the same but yet different.  If they can get 
past how "different" each ceremony is but the concept is the same, then that helps them 
understand that culture works very much the same way. 
 
Unfortunately, this lesson may oversimplify culturally and personally determined aspects of love 
and marriage; however, it does invite students to consider diverse perspectives and to find points 





 Among the non-IB teachers who scored in the middle 50% of the cognitive knowing 
scale on the quantitative portion of the inventory, similar to the types of responses found for IB 
teachers, the most common responses addressed the importance of helping students to consider 
varying viewpoints, but the responses were slightly less descriptive than the ones from teachers 
who scored in the upper quartile.  “I try to encourage my students to take multiple perspectives 
of a topic, event, or argument. I hope they develop an appreciation for diversity of thought, 
beliefs, and ideas.”  As another example, “Students analyze primary sources from different 
perspectives. For example, we analyze if Alexander the Great should be considered a hero or 
villain.” 
 Among the non-IB teachers who scored in the bottom 25% of the cognitive knowing 
scale on the quantitative portion of the inventory, many of the qualitative responses provided a 
statement of good intentions but little detail regarding how the teachers actually engaged 
students’ cognitive knowing.  “I attempt to show different perspectives in each lesson whether 
it's people groups within the United States or perceptions of other countries that we are dealing 
with within that topic.”  As a second example, “I strive to help them understand that different 
cultures develop different but similar characteristics.”  And as a third example, “In [American 
History], I attempt to show different perspectives in each lesson whether it's people groups 
within the United States or perceptions of other countries that we are dealing with within that 
topic.”  Interestingly, each of the above examples begins with either “I strive to” or “I attempt 
to.”  When comparing these examples with those from individuals who had higher scores on this 
section of the inventory, it is clear that these teachers’ cognitive knowing (and/or their clarity in 







Unlike the cognitive knowing scale, which focuses on the process for gathering 
knowledge about global and cultural issues, the cognitive knowledge scale represents the 
understandings that the respondent has crystallized regarding global and cultural issues.  
Examples of cognitive knowledge questions include the following: 
• “I am informed of current issues that impact international relations;” 
• “I understand the reasons and causes of conflict among nations of different cultures;” and 
• “I know how to analyze the basic characteristics of a culture” (Research Institute for 
Studies in Education, 2017). 
Among the 166 written responses, 17 statements represented the cognitive knowledge 
scale among IB teachers, and 19 comments represented the cognitive knowledge scale among 
their non-IB teaching peers.  As was the case with the cognitive knowing scale, there was no 
statistically significant difference between the IB and non-IB teacher groups on the quantitative 
inventory outcomes of the cognitive knowledge scale, with the mean score among IB teachers as 
3.90 out of 5 and the mean score of non-IB teachers of 4.09 out of 5.  Additionally, the 
qualitative themes for the two groups are rather similar, focusing primarily on the knowledge 
they work with students to develop, although there are a few comments indicating the knowledge 
that the teacher himself or herself has developed.  In general, responses related to the cognitive 
knowledge scale are less descriptive than those that focused on cognitive knowing, as they 
generally list specific skills, attitudes, or understandings students develop by making global and 
real-life connections. 
Among IB teachers, one atypical response from a teacher who scored in the upper 





specific experiences through which he or she developed a deeper cognitive knowledge of cultural 
and global issues.   
In 2005 at age 50, I went to college and earned a Master's of Education from [a local 
university].  Around that time in my career, our school was becoming much more 
diverse.  Also, I attended a [local school district] staff development program called, ‘A 
Conversation About Diversity.’  It was wonderful!  I had the opportunity to meet some of 
the ‘Icons’ of our nation's civil rights movement. As a varsity basketball coach for 40 
years, I learned very quickly that if the team was going to be successful, the coach had 
better be able to move in and out of cultural differences. 
 
This teacher’s comments demonstrate a thoughtful response regarding the experiences through 
which he or she developed a deeper understanding of cultural issues and causes of conflict 
among various cultural groups.  Additionally, this teacher addressed how his or her learning 
applied to her professional experiences as a teacher and coach. 
 IB teachers who scored in the middle 50% of the cognitive knowledge scale on 
quantitative portion of the inventory addressed specific knowledge they work with students to 
develop by “discussing current issues and their context” or “emphasizing the role of culture in 
the unique development of world issues.”  The following is an additional example for the middle 
50% of IB teachers on this scale, which emphasizes the specific concepts the teacher works with 
students to understand: “Imperialism, economics and neocolonialism are at the heart of my 
courses.”   
 Responses from teachers who scored in the lower quartile indicated that they took 
advantage of opportunities to help students to develop knowledge related to global perspectives 
when they were more obvious.  “IB Global Politics is nothing but global issues.  In [American 
History], I try to make parallels when appropriate with current events.”  Unfortunately, this 





American History, given the interactions among diverse global and cultural perspectives that 
have been prevalent throughout the history of the country. 
 The IB teachers’ responses across the spectrum of the upper to lower quartiles therefore 
represent differing nuance in relation to cognitive knowledge, ranging from specific learning 
experiences and their applications at the upper end of the spectrum to evidence of possible 
missed opportunities for effective instruction for global knowledge at the lower end of the 
spectrum.  However, the non-IB teachers’ comments were more similar across all score 
outcomes on the cognitive knowledge quantitative inventory.  None of the responses among non-
IB teachers represented their own learning and instead focused on how they work with students 
to develop cognitive knowledge in relation to global perspectives. 
 One comment from the upper quartile of the cognitive knowledge scale for non-IB 
teachers was: “As a world history teacher, global issues, both current and historical, are critical 
in every lesson I teach .”  A similar example from the upper quartile was “I try to connect current 
global issues with the historical period being studied.”  There were two comments in the middle 
50% that were more detailed but still addressed the importance of helping students to develop 
cognitive knowledge.  For example, one teacher commented: 
Discussions on tariffs, income, economic prosperity and standard of living are all topics 
that students can engage in to analyze how capitalism is a better instrument of growth 
than socialism or communism. Having students analyze GDP's of other nations over a 
period of time helps them see the trajectory of how economics can lead to economic 
growth or a distribution of wealth that leads to either a decline, a leveling off, or 
continual economic growth. 
 
As another example of responses from a teacher who scored in the middle 50% of this scale, a 
teacher stated: 
I teach mostly American History; thus national issues are more present that global issues. 
However, students often ask about current global events and I do my best to explain 






As is the case with some of the statements reported previously, this one again demonstrates the 
challenges some American History teachers face when attempting to embed global knowledge 
into their curriculum. 
 In the lower quartile of quantitative scores for this portion of the inventory, non-IB 
teachers provided very little detail of how they work with students to develop global knowledge 
and understanding.  One teacher stated: “I try to connect lesson to the ‘bigger picture.’”  A 
second teacher commented: “For my AP Comparative Government class, global issues are pretty 
much what I teach.”   
 Overall, responses related to this scale demonstrate teachers’ interest in working with 
students to develop cognitive knowledge related to global perspectives.  Some teachers provided 
useful details regarding specific content or methods that help to facilitate this learning, but other 
teachers, particularly those who did not score in the upper quartile of inventory responses for the 
scale, noted the barriers they perceive to global learning, such as in the American History 
curriculum. 
Intrapersonal Identity 
Unlike the two cognitive scales, which focus on how the respondent gathers and 
understands global information, the intrapersonal scales focus on his or her self-understandings 
and feelings about interactions with other peoples and cultural groups.  The first of the 
intrapersonal scales, intrapersonal identity, focuses on the respondent’s knowledge of self, asking 
them to rate their sense of purpose in life and their understanding and defense of their own value 
system.  On the qualitative portion of the inventory, non-IB teachers rated themselves more 
highly on the intrapersonal identity scale to a statistically significant level, with a mean score of 





Of all the six scales, qualitative comments focusing on intrapersonal identity were among 
the fewest responses, with only four responses from non-IB teachers and three responses from IB 
teachers.  All of the responses related to intrapersonal identity were made by teachers who scored 
in the middle 50% on the scale.  Out of the seven responses, four focused on the interpersonal 
identity of the teacher himself or herself, and the remaining comments focused on the 
interpersonal understandings of students.  Interestingly, the comments that non-IB teachers made 
demonstrate a deeper and more nuanced understanding, which helps to triangulate and explain 
the statistically significant difference between the groups.  
The IB teachers who provided comments related to the intrapersonal identity scale 
primarily demonstrated an awareness of the importance of helping students to reflect on their 
own and others’ identities in the classroom.  One teacher commented, “I hope they realize that 
through these interactions, having a diversity of opinion allows them to better understand and 
strengthen their own opinion.”  A second teacher stated, “I teach world history, so hopefully all 
students see their culture reflected at one point during the course and are introduced to many 
others through the content.”   
The non-IB teachers, however, reflected much more meaningfully on their own 
perspectives and biases and how they impact classroom experiences.  One teacher commented, “I 
am a young white woman teaching African American History.  My humble approach to the 
subject gives my students freedom to ask questions and engage in the history in different way.”  
A second teacher responded, “I worry that my personal experiences and biases can 
unconsciously affect my lesson planning and assumptions about students.”  A third non-IB 
teacher stated that he reflected on “the fact that I have never experienced some of the things my 





day.”  These responses from non-IB teachers demonstrate how deeply they had considered their 
own position and identity as well as how their personal emotions and biases might influence their 
understandings of and interactions with students.   
Intrapersonal Affect 
The previous comments related to intrapersonal identity focused primarily on the 
teachers’ feelings about themselves and their position or on helping students to understand their 
own identities.  Although sometimes related and overlapping, qualitative responses related to the 
intrapersonal affect scale focused primarily on openness to understanding and begin accepting of 
people from other backgrounds.  The quantitative portion of the inventory demonstrated no 
significant difference between the IB and non-IB teacher groups, with an average score of 4.34 
on the intrapersonal affect scale for non-IB teachers and an average score of 4.30 for IB teachers.  
Overall, qualitative responses were numerous (14 from IB teachers and 10 from non-IB teachers) 
and were  generally quite similar between the IB and non-IB teacher groups, with focuses on 
finding enjoyment in learning about others, a desire to recognize student background and goals, 
an interest in fostering student understanding of others, and articulation of teaching strategies to 
foster student intrapersonal affect. 
Interestingly, two teachers in the upper quartile of IB teachers on the quantitative 
inventory on the intrapersonal affect scale directly addressed how years of teaching experience 
impact teachers’ interactions with people who have differing perspectives.  The first teacher 
reflected on his or her own development in relation to how he or she considered students and 
differing perspectives: 
Knowing their background and their ethnic history makes me think about history from 
that perspective. One example is that when I first began teaching history, I found myself 
speaking about wars in "us vs. them" language until I realized that some of my students 





more aware of the pronouns I used and tried to in some cases become more objective, and 
in other cases, focus deliberately on BOTH sides of a war.  Another example is that when 
I was discussing early immigration and Ellis Island, I realized that most of the students I 
currently teach are of ethnicities more likely to have come through Angel Island, so I 
spent more time discussing that side of the nation and their issues.  
 
Additionally, a second teacher stated: “The younger teachers and most of the veterans need to be 
reminded from time to time that not everyone in their class as a ‘middle-class’ background.” 
 IB teachers in the middle 50% of the quantitative inventory on the intrapersonal affect 
addressed the ways that they seek to understand who their students are so that they can teach 
them effectively. 
As an American History teacher who is 66 years old, I have to take into account that none 
of my students grew up in the same culture as mine.  I have to take into account all the 
components of culture, symbols, language, norms, values, and artifacts.  The heart of 
teaching will always the ability to communicate with your students.  I have to understand 
that what makes us the same and what makes us different as human beings in a high 
school social studies class.   
 
The following statement serves as a further example: 
I ask questions in a first-day survey in order to gather the different ethnicities of students 
in my classes early on.  In the winter, I offer a genealogy project and learn about my 
students' backgrounds.  After building relationships, I encourage my students to share 
their historical points of view, but also tie in their family/cultural point of view on 
historical and modern issues.   
 
 IB teachers in the lower quartile of the intrapersonal affect scale described more limited 
understandings or experiences of intrapersonal affect.  For example, one teacher stated, “I don't 
tolerate behaviors and conversations that our offensive to others' culture. We do a cultural 
diversity day in my IB classes where each student researches and presents aspects of their 
nationality.”  One might argue, however, that having only one “cultural diversity day” and not 
tolerating any conversation that is offensive to anyone curtails the opportunity for there to be 
learning opportunities through which students (and teachers) might explore their own positions 





 Unlike the IB teachers, the non-IB teachers did not mention the impact of teaching 
experience on intrapersonal affect.  Otherwise, comments from teachers are rather similar 
between the two groups.  Teachers who were in the upper quartile for this scale on the 
quantitative inventory commented on the importance of developing their own and their students’ 
intrapersonal affect, open mindedness, and cultural sensitivity.  One teacher stated, “I aim to use 
the curriculum as a means to promote open-mindedness.”  Other comments focused instead on 
how the teacher considered the varying backgrounds of students: “I attempt to remain culturally 
sensitive and inclusive of varying perspectives.” 
 Similar to the IB teachers in the middle 50% on the quantitative portion of the inventory 
for the intrapersonal affect scale, non-IB teachers reflected on the importance of understanding 
and remaining sensitive to their students’ backgrounds and experiences.  For example, one 
teacher stated: 
When explaining cultural references, I assume that at least one person in the class has 
never interacted with it (for example the metaphors in the William Jennings Bryan's 
"Cross of Gold" speech or references to the Israelites, the River Jordan, or the Promised 
Land in African American spirituals).  This helps even the student who may have grown 
up in a Christian tradition to see the stories through a clearer academic lens. 
 
As another example from the middle 50% of non-IB teachers on the quantitative inventory, 
As an AP Human Geography teacher, I am hyper aware of my students' backgrounds, and 
I sensitive to their own experiences as immigrants and the children of immigrants.  I seek 
out their ideas and opinions on various issues as I believe they have voices and need to be 
heard. 
 
Interestingly, the comments from teachers who scored in the lowest 25% on this portion of the 
qualitative inventory demonstrated a great deal of reflection on their students’ backgrounds and 






Since most of the students I teach are different from me (either racially or ethnically), I 
am always conscious of how I present material. In my sheltered [English as a Second 
Language] classes, I often use examples from other countries or cultures to try to make 
connections. In my academic-level classes, providing understanding of racial and ethnic 
divisions and showing a conscious effort to understand and appreciate those differences is 
a high priority of mine. I make intentional efforts to share music from different cultures 
and styles, I utilize LOTS of pictures on PowerPoints and work to make them as relevant 
and inclusive to various perspectives as possible.   
 
Although there are a few exceptions, overall, teachers demonstrated a high level of  
intrapersonal affect among both IB and non-IB groups.  Additionally, some teachers’ comments 
suggested that teaching experience positively influences a teachers’ openness to differing 
perspectives. 
Interpersonal Social Responsibility   
Unlike the intrapersonal scales, which focus on the understanding of self and how self-
concept impacts the ways in which one considers his or her interactions with others, the 
interpersonal scales focus specifically on the others with whom one associates and the extent to 
which the respondent feels a responsibility to care for other people.  More specifically, the 
interpersonal social responsibility scale that is the focus of this section addresses how the 
respondent wishes to make a meaningful difference in the lives of others make a positive impact.  
On the quantitative portion of the inventory, there was no significant difference between the IB 
and non-IB teacher groups, with an average score of 3.87 among non-IB teachers and an average 
score of 3.73 among IB teachers.  However, the t test demonstrated a significantly higher 
response from non-IB teachers in response to the individual item that is a component of this 
scale, “I put the needs of others above my own personal wants.”  For the qualitative portion of 
the inventory, this scale had the fewest related responses, with only four from non-IB teachers 





responsibility applications that are required within the Creativity, Activity, and Service aspects 
of the IB curriculum that were described in Chapter 3.   
Additionally, among the non-IB teachers, responses that could be coded as being related 
to interpersonal social responsibility were still somewhat limited in depth and application.  For 
example, one teacher responded, “I teach 21st Century Geography and AP Comparative 
Government.  My goal in both of those classes is to give students a broader perspective to the 
world and find ways for them to see themselves as global citizens.”  This comment is relevant to 
the concept of interpersonal social responsibility if the teacher recognizes service and/or working 
to improve the life of others as a concept of “global citizenship.”  As was demonstrated in 
Chapter 3, global citizenship education often includes a component of action and social justice, 
but these aspects of citizenship frequently are not included in actual classroom learning.  As a 
second example, another non-IB teacher stated: “I try to show and explain how differences are 
what makes society, and everyone has something to contribute.”  Similar to the previous 
comment regarding the concept of global citizenship, it would be helpful if the teacher had more 
fully explained the types of contributions that they hope students to make as a result of their 
classroom experiences.  It is interesting to consider the lack of responses in relation to this scale, 
particularly in light of the challenges to active citizenship education discussed previously in 
Chapter 3. 
Interpersonal Social Interactions  
The interpersonal social interactions scale addresses the ways in which the respondent 
involves people from other backgrounds in their lives.  On the quantitative inventory, there was a 
statistically significant difference between the two groups of teachers, with non-IB teachers 





opposed to the IB teachers’ mean score of 3.34 out of 5.00.  However, multiple regression 
analysis was additionally utilized to demonstrate that IB teachers had marginally higher self-
ratings in on this scale when sociodemographic variables were controlled.  Qualitative responses 
yielded nine responses from IB teachers and 14 from non-IB teachers.  Although the non-IB 
teachers had responses ranging from the upper to lower quartiles on the quantitative inventory, 
there were no IB teachers from the upper quartile who made comments related to this aspect of 
the inventory, and there was only one IB teacher who responded from the lower quartile.  
Overall, IB teachers’ responses focused on fostering awareness and openness among students, 
and comments from non-IB teachers were slightly more nuanced to address inclusion, sensitivity, 
empathy, and connectedness among students as they learn from each other in a diverse school 
environment.  
For example, one IB teacher from the middle 50% of respondents on the quantitative 
inventory stated: 
When studying difficult topics (race, slavery, modern politics) I encourage students to be 
open, honest, and tolerant in speaking and listening. I also offer students a chance to 
comment anonymously so that we can get a more accurate/genuine appraisal on sensitive 
topics. Discovery and acknowledgement of different perspectives is often a necessary 
first step towards understanding, which precedes tolerance in some cases. 
 
In response to this statement, one might question if tolerance is the ideal result of developing 
effective interpersonal social interactions, or if instead a teacher might encourage deeper levels 
of openness and sensitivity. 
 As second IB teacher has a more pessimistic view of the information to which students 
are exposed, but the teacher also recognizes the importance of broadening their cultural 
interactions. 
They look at aggregated data on their phones their entire life.  They don't even get the 





commercials, etc.  Now they only get exposed to what they like.  They are more and more 
narrow minded and incapable of seeing the perspectives of others every year.  We need to 
conscientiously teach it from day one of school. 
 
In relation to this scale, overall, the non-IB teachers demonstrated a more nuanced, 
positive, and sensitive understanding of their students.  For example, one teacher who scored in 
the top quartile on the inventory stated: “I hope that by presenting so many world cultures 
positively and with genuine excitement my students will develop a natural and positive curiosity 
about the diversity of the world around them.”  A second teacher whose quantitative score was in 
the upper quartile commented: 
I teach in a very diverse school. There are students born from all over the world who 
learn here, so when I think about where I went to school (small town, very white), it's 
beyond anything I could have imagined growing up. The students seem to get along well 
and respect their differences. Students frequently share their family's experiences from 
around the world. The students genuinely seemed concerned about what happens around 
the world. 
 
This comment demonstrates the teacher’s recognition of how the students, in their diverse school 
and classroom environment, are respectful of and learn from each other. 
Additional comments from non-IB teachers addressed how students could develop  
empathy.  For example, one teacher stated: 
I try to connect global issues and antidotes about other cultures throughout my lectures 
and lessons.  I believe it helps students understand the connectedness of our increasingly 
global world.  I also believe it helps develop empathy in students as they begin to see 
other people as people.  
 
Overall, the non-IB teachers demonstrated a richer understanding of the importance of engaging 
students with their diverse peers to develop awareness and empathy for one another.  This 
outcome helps to verify the statistically significant quantitative difference between the two 





However, multiple regression analysis demonstrated higher levels of global perspectives 
among IB teachers on the interpersonal social interactions scale when controlling for 
sociodemographic variables.  The most important variables controlled statistically in the model 
were years of teaching experience (negatively correlated with higher scores) and countries 
visited outside the USA (positively correlated with higher scores).  The slightly less rich and 
more pessimistic nature of some IB responses may, in fact, be more strongly correlated with their 
years of teaching experience rather than with their IB (versus non-IB) affiliation. 
Additional Emergent Themes 
 In addition to writing qualitative comments that provided explanation and verification of 
the six inventory scales, teachers’ responses not tied to a scale were organized according to 
theme.  The primary three additional themes were: perceptions of barriers to global perspectives 
education, professional development weaknesses or needs, and professional development 
successes.  These responses helped to address the second portion of the second research question, 
which was to develop an understanding of the practical suggestions teachers make for 
administrators and policy-makers.  The following is a summary of teachers’ comments related to 
these issues.   
Barriers to Global Perspectives Education 
In addition to the qualitative responses related to the six scales of the inventory, ten 
responses reflected teachers’ perceptions of the barriers to effective global perspectives 
education.  Among these ten responses, seven were written by IB teachers and three by their non-
IB teaching colleagues.  Overall, the primary themes of these responses involved constraints 
provided by curriculum and resources, school and classroom segregation, and challenges 





compared the curricular requirements of the two programs, commenting that global issues are 
more easily integrated into the IB course.  One teacher stated, “Psychology, at least AP 
Psychology, has a pretty strict curriculum, but we do discuss cultural differences.  IB is much 
more focused on culture.”  Another IB teacher reflected on the status of integration/segregation 
as a reason for difficulty engaging students with diverse global perspectives.  “I am afraid that 
we are re-segregating our school systems by zip code.  Also within our individual schools, we 
are doing too much tracking with so-called ‘honors’ courses.”  Additionally, several teachers 
commented on the challenge of engaging students with global perspectives in the contemporary 
political climate.  One teacher stated: 
I have some students who have been very much influenced by the current political 
rhetoric that exists in the United States. Thus, while they are surrounded by people unlike 
themselves on a daily basis, they have a difficult time empathizing with others. It is an 
unfortunate by-product of the world we live in today. 
 
An additional teacher further connected student attitudes in the context of overall administrative 
educational initiatives in post-2016 America: 
Students are hesitant to commit, and education is increasingly about graduation rates and 
passing tests.  While administrations focus on getting kids through and numbers in the 
paper, they're missing educating kids in a meaningful way that prepares them for 
interactions in professional and personal life.   A lot of education money is going to 
online programs to help kids pass a multiple-choice test instead of training teachers and 
purchasing materials that help teachers develop meaningful content. 
 
Professional Development Recommendations 
Additionally, 11 comments from teachers were related to ways of improving professional 
development.  Several teachers specifically addressed school-based diversity training as 
problematic.  One teacher stated, “We have diversity training in school, but it is quick and 
doesn't do what it is intended to do.”  Another teacher explained, “We participated in diversity 





like to have more practical and experiential professional development.  One teacher wanted to 
learn about more “experiential and creative ways for students to explore cultures.  Also, I’d like 
help in designing lessons from a problem-solving perspective rather than just an informative 
perspective.”  One teacher also hoped to have more practical teacher workshops, stating: 
I would like there to be trainings that give actual lessons, techniques, etc. that can be 
immediately applied into the classroom and aren't abstract.  The amount of planning time 
that can be taken to manipulate an abstract idea into something that is usable in the 
classroom isn't there currently for most teachers.  So having something that has already 
been created that can be easily (with minor personal modifications) integrated into the 
instruction would be ideal.    
 
Professional Development Successes 
In addition to identifying several professional development needs, 16 teacher responses 
listed professional development experiences that had been useful for helping them to develop 
global perspectives.  Five teachers listed AP training as being useful, and two teachers listed IB 
training.  Additionally, two teachers listed the Gilder Lehrman Institutes, which provide 
extensive on-site summer experiences studying history or humanities topics with experts in the 
field.  Two teachers listed the summer trips abroad for teachers organized by a state government 
organization and funded through a private grant.  In these experiences, teachers from across the 
state travel abroad as a group and have seminars before, during, and after the trip.  After they 
travel, they are required to complete lesson and unit plans that integrate their experiences while 
traveling into their respective course curriculum.  Additionally, five teachers mentioned the two-
day seminars offered for educators at a local university at least three times annually.  The 
specific topics for these seminars change and might include the education of refugees, the 
integration of technology into the curriculum for global learning, initiatives for equity in 





on global issues and teacher or school action planning to integrate global issues into the 
classroom. 
Summary 
 Open-ended responses to the questions at the end of the inventory demonstrated 
respondents’ thinking and experiences regarding the questions included in the Global Perspective 
Inventory’s six scales.  In relation to all six scales, teachers provided thoughtful comments 
related to cognitive, intrapersonal, and interpersonal aspects of global perspectives, with 
differing outcomes from those who scored in the top quartile of the inventory versus those who 
scored in the middle 50% and bottom quartile.  Generally, teachers who scored in the top quartile 
demonstrated more extensive thinking, understanding, and classroom application of global 
perspectives, and this outcome helps to validate the instrument.  Additionally, in the areas that 
the inventory demonstrated non-IB teachers as scoring higher than IB teachers at a statistically 
significant level (intrapersonal identity and interpersonal social interactions), the open-ended 
questions further verified that the non-IB teachers generally had a deeper and more nuanced 
understanding.  Finally, in addition to responding in relation to the inventory scales, teachers 
further discussed their perceptions of the barriers to global perspectives education as well as the 
productive and unproductive professional development experiences they had experienced.  The 
subsequent Chapter 6 will further address the quantitative and qualitative results, including their 











 The purpose of this mixed methods research project was to compare the global 
perspectives of International Baccalaureate (IB) Diploma Programme social studies teachers with 
their peers who do not teach in the IB Diploma Programme with the goal of determining if 
teaching in the IB Diploma Programme (or teaching outside the Diploma Programme) 
(independent variable) is associated with differing global perspectives (dependent variable).  For 
the purpose of this study, global perspectives were operationalized by the Global Perspective 
Inventory (Global Perspective Institute, 2013).  This Likert scale evaluation emphasizes 
cognitive, interpersonal, and intrapersonal aspects of global awareness, addressing issues such as 
global knowledge, social responsibility, self-understanding in a global context, desire to develop 
a deeper understanding of others’ identities, and intercultural communication skills.   
The Global Perspective Inventory (Braskamp, Braskamp, & Engberg, 2013; Global 
Perspective Institute, 2013) was the basis for the research process and formed the central 
framework for comparison between the IB and non-IB high school social studies teacher groups. 
The inventory’s authors developed the questionnaire from the theoretical foundations of (1) 
intercultural maturity and (2) intercultural communication.  Inventory questions were rooted in 
Kegan’s (1994) In Over Our Heads, which emphasizes the understanding that adults continue to 
learn through a dynamic process that includes cultural demands and assistance from peers.  In 





domains, and mature individuals demonstrate self-authorship by balancing external influences 
with personal interests. 
The inventory additionally utilizes the work of King and Baxter Magolda (2005), who 
applied Kegan’s (1994) work in a global context.  Utilizing Kegan’s (1994) three domains, King 
and Baxter Magolda (2005) created a developmental model of global perspectives that 
emphasize the recognition of multiple perspectives (cognitive domain), understanding of 
personal values (intrapersonal domain), and recognition of interdependency with diverse others 
(interpersonal domain).  A further foundation of the theoretical model (and thus the inventory) is 
the importance of intercultural communication.  Braskamp, Braskamp, and Engberg (2013), the 
initial inventory authors, identified the critical importance of effective communication across 
cultures in today’s pluralistic society.  The inventory authors utilized the work of Chen and 
Starosta (1996), who developed a triangular model that emphasizes intercultural awareness, 
intercultural adroitness, and intercultural sensitivity in the development of effective intercultural 
communications.  A further explanation of the theoretical basis of the inventory, its validity and 
reliability, its specific questions and subscales, and its applications in research was provided in 
Chapters 2 and 3.  
Based on the theoretical foundations of the inventory, it is divided into six scales that 
emphasize the cognitive, intrapersonal, and interpersonal aspects of global perspectives.  The six 
scales are the following. 
• Cognitive Knowing—The ways that participants think about and process their 
understandings relating to cultural and global issues 
• Cognitive Knowledge—The understandings that participants have acquired already in 





• Intrapersonal Identity—The ways that participants consider themselves, their 
identities, and their purposes in life 
• Intrapersonal Affect—Participants’ respect for individuals from different cultural 
backgrounds 
• Interpersonal Social Responsibility—Participants’ level of concern for people of 
different cultural backgrounds 
• Interpersonal Social Interaction—Participants’ level of interaction with people of 
different cultural backgrounds. 
A further explanation of the theoretical foundations of the six scales is available in Chapter 2, 
and the questions included in each scale are listed in Chapter 3 and the Appendix. 
Through this mixed methods, convergent parallel design study, groups of IB and other 
high school social studies teachers working in three large school districts in the same 
Southeastern state of the USA were evaluated by the Global Perspective Inventory, which 
includes 35 Likert scale prompts through which participants self-rated their level of global and 
intercultural interest and awareness.  In addition to the 35-item inventory, teachers provided 
demographic information related to their teaching experiences, travel experiences, proficiency in 
languages other than English, courses taught and for how long, and experience with the IB.  
Additional open-ended questions provided participants with the opportunity to express the ways 
that they take cultural issues into account when planning lessons, the ways they help students to 
develop engagement with multiple perspectives, the barriers they experience in relation to global 
or intercultural teaching, and their needs for professional development.  As a convergent parallel 
design study, the researcher used concurrent timing to implement the quantitative and qualitative 





Likert scale (quantitative) responses were analyzed separately from the open-ended (qualitative) 
responses.  The separate quantitative and qualitative outcomes then were compared and related to 
one another for verification and extended understandings (Creswell & Plano Clark, 2011).   
This comparison between IB Diploma Programme social studies teachers and their 
colleagues who teach the standard state curriculum is of interest because the IB has been 
considered one of the primary laboratories for global citizenship education since its inception in 
the 1960s (Hill, 2007), and global perspectives are strongly identified in the IB mission 
statement: 
The International Baccalaureate aims to develop inquiring, knowledgeable and caring  
young people who create a better and more peaceful world through intercultural 
understanding and respect.  To this end, the organization works with schools, 
governments and international organizations to develop challenging programmes of 
international education and rigorous assessment.  These programs encourage students 
across the world to become active, compassionate and lifelong learners who understand 
that other people, with their differences, can also be right.  (International Baccalaureate, 
2015c, p. 4) 
 
While designing the first curriculum and assessments, teachers and administrators at the 
international schools that initiated the program recognized the value of their students 
investigating and critiquing multiple perspectives rather than uncritically adopting a nationalist 
view of history and culture, and many of these learning experiences were to take place in social 
studies classes (Hill, 2007), which have been the focus of this study.  Through the Diploma 
Programme, which takes place during the two years prior to university matriculation, students 
are expected to understand common heritages while also developing positive views of diverse 
peoples and cultures (Hill, 2007).  They are expected to consider the interdependency of nations 
while also encouraging freedom of thought and service to others (Hill, 2007).  Students should 
have opportunities to develop meaningful understandings of social justice, equity, cultural 





skills in multiple languages (Hill, 2007).  By embedding these attitudes and skills within a 
rigorous curriculum, IB Diploma Programme students are expected to be prepared to become 
global citizens who are able to address local-to-global problems (Hill, 2007).  Global 
perspectives encouraged by the Diploma Programme curriculum are strongly aligned with 
broader literature on the topic, and a fuller discussion of this literature is available in Chapter 2.  
Furthermore, as is demonstrated in Chapter 2, the global perspectives encouraged by the IB are 
closely aligned with those measured by the Global Perspective Inventory that was utilized in this 
study.  For example, the IB Diploma Programme emphasizes—and the Global Perspective 
Inventory assesses—openness to differing cultures and perspectives, development of positive 
relationships with people from diverse backgrounds, and work for the rights of others. 
Understanding the global perspectives of teachers is of importance because they are 
facilitating the learning of students in a complex, interconnected global age and longing for 
peace in an uncertain world.  As Noddings (2005) stated, “We teachers must engage our students 
in open, honest dialogue—sharing, guiding, and staying with them as they struggle with 
problems we have not solved.”  In the midst of these critical lessons, national social studies 
standards are somewhat limited in their focus on global issues, and state teaching standards are 
even more limited, as was discussed previously in Chapter 2.  Although these standards do 
demonstrate some international or global implications, one might criticize that they not reach the 
active and participatory level of social action and justice encouraged by Merryfield (1997).  State 
social studies curricular requirements instead focus primarily on knowledge rather than its 
application to the solution of contemporary global issues.  However, as was stated previously, 
social studies courses in the IB Diploma Programme should provide richer opportunities in order 





In light of the theoretical framework and IB versus non-IB teaching context, the primary 
research questions for this project were the following.  The first of these questions was addressed 
through quantitative responses to the Global Perspective Inventory and sociodemographic 
questions and was additionally corroborated through responses to the open-ended questions.  The 
second of these research questions was addressed by considering teachers’ responses to open-
ended questions. 
1. Is there a significant difference self-assessed by the Global Perspective Inventory’s total 
score and six subscales when comparing International Baccalaureate (IB) Diploma 
Programme social studies teachers and other 11th and 12th grade social studies teachers, when 
controlled for teachers’ sociodemographic and professional characteristics?  If there are 
differences, to what extent and in what specific areas do they exist? 
2. To what extent and in what ways do qualitative answers to open-ended questions contribute 
to a more comprehensive and nuanced understanding of the causes and effects of the 
differences between these two groups of teachers, and what practical suggestions might these 
qualitative responses make to teachers, administrators, and policy makers? 
The following discussion section first addresses the findings of the research in relation to the two 
questions.  Subsequently, this discussion addresses the strengths and limitations of the research 
process, recommendations for improvement, and directions for further research. 
Research Findings 
In relation to research question 1, on the quantitative inventory, overall, teachers rated 
themselves relatively highly.  The overall mean score for the inventory was 138.8 out of 175 
possible points.  The mean for teachers who do not teach in the IB Diploma Programme was 





difference).  Out of the 35 questions on the inventory, respondents averaged a self-rating of 4 or 
higher (out of 5) for 17 questions.  The only question that had an average score below the neutral 
score of 3 was “Most of my friends are from my own ethnic background,” which is a reverse-
scored item.  (For all reverse-scored items, scores have been translated so that a response of 1 is 
a score of 5, a response of 2 is a score of 4, etc.)  The average score for this item was 2.52 
overall--2.8 for the non-IB teacher group and 2.30 for the IB teacher group.  The highest average 
score was for the question “Some people have a culture and others do not,” which is a reverse-
scored item.  The average score for this item was 4.67 overall—4.59 for the non-IB teacher 
group and 4.73 for the IB teacher group.  The second highest average score was for the question 
“I enjoy when my friends from other cultures teach me about our cultural differences.”  The 
average score for this time was 4.49 overall—4.59 for the non-IB teacher group and 4.39 for the 
IB teacher group. 
The independent samples t test was utilized to measure if there was a statistically 
significant difference between the teachers who do teach in the IB Diploma Programme and their 
colleagues who do not teach in the IB Diploma Programme in relation to their results on the 
Global Perspective Inventory (Research Institute for Studies in Education, 2017) overall, in 
relation to each of the six scales, and in relation to each individual question.  The independent 
samples t test did not demonstrate a significantly significant difference between the IB and non-
IB teacher groups in relation to the inventory overall.  However, there was a significant 
difference on two of the individual scales, with non-IB teachers rating themselves more highly in 
both categories.  On the intrapersonal identity scale, which indicates self-understanding of 
purpose, values, and beliefs, the mean score for IB teachers was 3.90, and the mean score for 





between the two groups on the interpersonal social interactions scale, which indicates levels of 
involvement with people of different backgrounds, with a mean score for IB teachers of 3.34 and 
a mean for non-IB teachers of 3.70.  Moreover, there was a statistically significant difference in 
relation to one of the thirty-five questions: “I put the needs of others above my own personal 
wants.”  In relation to this prompt, the mean score for IB teachers was 3.17, and the mean score 
for non-IB teachers was 3.86. 
In addition to the t test, the researcher utilized multiple regression analysis to determine 
if, when controlling for sociodemographic variables, there was a significant difference between 
the IB and non-IB teacher groups.  After completing multiple regression analysis of the overall 
inventory, the six scales, and each of the 35 items, only the model for self-rating scores of the 
interpersonal social interactions scale demonstrated a high goodness of fit.  This model explained 
more than 46% of the variability of the teachers' self-rating scores by the independent variable 
and control variables.  While all six independent and control variables were held constantly, 
three variables demonstrated statistical significance: IB-or non-IB affiliation, years of teaching, 
and number of countries visited.  Thus, results may indicate that IB teachers were more likely to 
rate themselves higher on their interpersonal social interactions.  This result was also true among 
teachers who visited more countries or taught fewer years.  Interestingly, this result outcome is 
contrary to the two-tailed t test, which indicated that non-IB teachers self-rated themselves more 
strongly to a statistically significant degree on this particular scale.  When controlling for the 
sociodemographic characteristics, the IB social studies teachers then demonstrated higher self-
ratings on the interpersonal social interactions scale, and the outcomes in relation to the years of 
teaching experience and number of countries visited indicated that other life experiences 





In addition to the quantitative outcomes, teachers provided responses to open-ended 
questions that demonstrated their experiences and thoughts in relation to a variety of global 
perspectives and how they work with their students to demonstrate these perspectives.  As was 
discussed in Chapter 5, these responses were divided by IB and non-IB teachers, coded by the six 
scales of the inventory, and further categorized as being written by teachers who scored in the 
top 25%, middle 50%, or bottom 25% of scores on that scale of the inventory.  Generally, 
teachers who scored in the top quartile demonstrated more extensive thinking, understanding, 
and classroom application of global perspectives, and this outcome helps to validate the 
instrument.  Additionally, in the areas that the inventory demonstrated non-IB teachers as scoring 
higher than IB teachers at a statistically significant level (intrapersonal identity and interpersonal 
social interactions), the open-ended questions further verified that the non-IB teachers generally 
had a deeper and more nuanced understanding.  More specifically, in relation to the intrapersonal 
identity scale, although teachers in both groups described methods for facilitating student 
understandings of their identity, non-IB teachers further connected this process with substantive 
reflections on their own identities as teachers and how these self-understandings potentially 
impact student reflection and growth.  Moreover, in relation to the interpersonal social 
interactions scale, IB teachers generally noted the importance of open, honest interactions among 
students, but some comments additionally demonstrated a pessimistic tone related to levels of 
student narrow-mindedness in the contemporary world.  However, on the same inventory scale, 
non-IB teachers demonstrated a positive view of the importance of working with students to 
develop interest in, curiosity about, and empathy for others of different backgrounds.  
As was explained in Chapter 3, the hypothesis to question 1 of this research was that 





explanation for this hypothesis was that IB teachers would have deeper levels of global 
perspectives.  However, the researcher did not predict if these deeper levels of understanding 
would encourage them to rate themselves more highly or would alternatively cause them to be 
more self-critical (or more understanding of the meanings and implications of the inventory 
prompts) and rate themselves at a lower level.  Ultimately, though, the researcher anticipated that 
IB teachers would demonstrate deeper levels of global perspectives. 
Based on the research outcomes, in most areas, with the exception of the interpersonal 
social interactions scale, the null hypothesis failed to be rejected.  Based on the t test, for the 
inventory overall as well as for two-thirds of the scales, there was no statistically significant 
difference.  However, for two of the scales, intrapersonal identity and interpersonal social 
interactions, non-IB teachers self-rated themselves more highly to a small but still significant 
degree.  Returning to the explanation for the hypothesis, the researcher had anticipated that it 
was possible that non-IB teachers would rate themselves more highly because IB teachers might 
consider the questions more critically due to their in-service training for IB program.  The 
qualitative outcomes of the research, however, do not indicate this situation to be the case, as the 
IB teachers’ responses in these categories, overall, demonstrated less detailed, and in some 
extreme cases more pessimistic, world views. However, when controlling for teachers’ 
sociodemographic characteristics through multiple regression analysis, IB teachers did 
demonstrate marginally higher self-ratings in relation to the interpersonal social interaction scale, 
which partially supports the hypothesis for research question 1 for this particular scale.  
Research question 2 was addressed through qualitative responses to open-ended 
questions.  Overall, as was stated previously, teachers effectively described personal reflections 





across the spectrum from those who had high to low scores on the relevant scale of the 
quantitative inventory.  In relation to the cognitive knowing scale, which focuses on how the 
learner gathers information by considering diverse cultures and perspectives, IB and non-IB 
teachers provided similar responses.  Those teachers who scored in the top quartile on this scale 
of the inventory provided specific, detailed lesson ides that would enhance student understanding 
of the importance of and methods for engaging with diverse perspectives, but teachers who had 
lower scores either had less detailed explanations of how to integrate diverse perspectives into 
lessons or explained the barriers they perceived to doing this effectively.  In relation to the 
cognitive knowledge scale, which focuses on crystalized understandings of global issues and 
cultures, teachers in both categories demonstrated global concepts that they worked with students 
to understand, but teachers who scored in the middle or at bottom end of the scale on the 
quantitative measure presented challenges of embedding global information in lessons, 
particularly in American History courses.   
Moving from the cognitive to the intrapersonal scales, on the intrapersonal identity scale, 
which involves self-reflection on purpose and values, non-IB teachers’ comments demonstrated 
deep and meaningful reflections on their self-identities and how they impacted student classroom 
learning and experiences.  IB teachers also addressed how they facilitated students’ reflection on 
their identities, but they did not make connections with the teachers’ reflection on his or her 
identities.  On the intrapersonal affect scale, which focuses on sensitivity and openness to others, 
teachers in both groups reflected on the importance of creating a sensitive an open classroom 
environment that recognizes students’ backgrounds.   
Moving from the intrapersonal to the interpersonal scales, in relation to the interpersonal 





others, there were no responses from IB teachers, which is surprising, given the emphasis of the 
IB on service through the Creativity, Activity, and Service portion of the program that was 
described in Chapter 2.  Additionally, non-IB teachers’ responses reflecting social responsibility 
were limited.  Together, this lack of responses in this area may demonstrate the critique of social 
studies education described previously as having a limited influence over participatory, active 
citizenship.  However, the interpersonal social interactions scale, which addresses the 
involvement of people from diverse backgrounds in the life of the respondent to the survey, 
demonstrated the importance among both groups of teachers to create positive representations of 
diverse cultures in the classroom in order to build students’ openness, curiosity, and empathy.  
Also in relation to research question 2, in addition to providing the above demonstrations 
of the nuances of their thinking in relation to the six inventory scales, teachers further made 
extensive comments regarding barriers to global education and recommendations for 
improvement.  Overall, the most common barriers to effective global education included having 
a rigorous curriculum that did not allow time in which to engage students with multiple 
perspectives beyond what would be included on the final exam.  Other barriers included strict 
tracking systems and the re-segregation of schools, which have made classrooms less diverse.  
Additionally, teachers acknowledged the professional development experiences that have been 
helpful to them in engaging themselves and/or their students with global perspectives.  Several 
teachers commented that their in-school diversity training has been limited and not useful.  Their 
more useful professional development experiences have generally involved ongoing or multi-day 
trainings that have included engaging experiences, often in connection with travel, and 






Strengths and Limitations 
There were many strengths to this research.  First, the inventory demonstrated itself to be 
quite reliable overall and in relation to the majority of scales.  Additionally, quantitative 
outcomes were corroborated through the qualitative responses, which helped to triangulate the 
outcomes regarding the areas of significant difference between the IB and non-IB teacher groups.  
Additionally, teachers’ qualitative responses were generally thorough and descriptive, which 
have assisted greatly in interpreting the outcomes.  Moreover, methods of merging qualitative 
and quantitative results have resulted in a nuanced understanding of both differences in the 
quantitative outcomes and teachers’ expressions to illustrate why those differences may be 
evident.  Furthermore, teachers’ qualitative responses related to the barriers to global 
perspectives education and methods for ensuring that professional development is effective help 
to provide recommendations for improved practice for classroom teachers and for individuals 
who lead professional development experiences.  Finally, because teachers have responded from 
several large school districts in the same Southeastern state, these findings and subsequent 
recommendations may be generalized in similar settings. 
 Additionally, there were several limitations to the study.  First, the study was limited by 
the inventory that it utilized.  Given that the study focused on the Global Perspective Inventory, 
this study only revealed trends that were made evident through the inventory and related open-
ended questions.  If there were important issues that are not within the purview of the inventory, 
they were not discovered through this research.   
Furthermore, the dissertation was limited by its access to participants.  Although the 
selection procedures provided an opportunity for all high school social studies teachers in 15 
schools to participate in completing the inventory and open-ended questions, they did not all 





of statistically significant differences) in quantitative data analysis. However, the valuable and 
sufficient information provided in response to open-ended questions helps to demonstrate, 
explain, and validate survey outcomes, although, unfortunately, some teachers who completed 
the inventory then choose not to participate in open-ended questions.   
Applications and Recommendations 
 The outcomes of this research can be applied in a number of ways to improve teaching 
practices, professional development, and educational policies.  Overall, teachers rated themselves 
relatively highly on the inventory and additionally had positive descriptive responses to the 
open-ended questions.  Given the mission and curriculum of the IB, however, one might expect 
that the IB Diploma Programme teachers would likely have higher scores on the quantitative 
inventory and demonstrate consistently more detailed and nuanced responses to the qualitative 
questions.  However, with a few exceptions, IB teachers had significantly lower scores than their 
non-IB peers, particularly on the intrapersonal identity and interpersonal social responsibility 
scales, which is a concern for the learning experiences they provide for their students.  However, 
when controlling for sociodemographic variables, IB teachers did demonstrate marginally higher 
self-ratings in relation to the interpersonal social interactions scale.  As was mentioned 
previously in this chapter and discussed at more length in Chapter 2, effective global education is 
necessary for all students, whether they are studying the standard curriculum or the IB Diploma 
Programme curriculum.  However, the IB curriculum further emphasizes the understanding of 
multiple perspectives, care for diverse others and for the planet, and action for positive change.   
 Given this situation, a question that arises is why the IB teachers did not demonstrate 
more consistently positive global perspectives in all categories that rose to the level of their non-





that the IB has a mission, learner profile, and specific learning experiences for students to engage 
them the development of their intrapersonal identity (such as through the Theory of Knowledge 
course) and to encourage them to undertake experiences through which they have a positive 
impact in their community (such as through the Creativity, Activity, and Service portion of the 
program), perhaps these opportunities are somewhat isolated in aspects of the Diploma 
Programme that are separate from typical social studies classroom experiences.  If this is the 
case, are social studies teachers working with students to develop these reflective and active 
aspects of the overall program that are so important to the mission of the IB?  If they are not, are 
the teachers so fixated on the specific curriculum and assessment requirements involved in 
earning the IB Diploma or earning advanced university credit that they are missing the global 
possibilities that should be inherent in the overall program?  At this point, these questions are 
purely speculative, but they may demonstrate some areas of the IB Diploma Programme that 
could use improvement. 
 Based on the research outcomes and respondents’ qualitative reflections, there are several 
practical recommendations for improvement for teachers, curriculum developers, and 
professional development leaders.  First, in relation to curriculum, one of the barriers teachers 
noted for effective global perspective education is when the content is overly prescribed and may 
not allow for teacher flexibility, particularly in light of high-stakes accountability systems 
(Taubman, 2009).  This situation was particularly evident in comments made by some American 
History teachers.  Although there is somewhat more flexibility in IB courses in contrast to other 
academic programs, perhaps the IB could continue to diminish the specific content required in 
order to enhance opportunities for teachers to emphasize global themes, intercultural 





happen, it is likely that IB teachers would have reflected more deeply on these issues, and they 
would have self-rated themselves more highly on the survey. 
 Additionally, as was noted in Chapter 2, IB professional development typically occurs 
during a concentrated period of time away from schools, and there is likely varying 
implementation of this professional learning when teachers return to their classrooms.  Guskey 
(2000) might suggest that this professional learning would be much better implemented if it 
involved ongoing reflection and integration into daily work.  Thise researcher would additionally 
assert that the rigorous assessment system of the IB does ensure that teachers do integrate the 
tested IB curricular requirements into their lesson planning.  However, it is a more complex 
process to determine ways of embedding reflection, global perspective development, and social 
action into the curriculum.  As a result, when schools seek to develop an IB program, it would 
likely be beneficial for policy-makers and governing boards to determine ways to ensure that 
teachers have appropriate and ongoing planning time and resources to develop global 
mindedness in addition to the rigorous curriculum and preparation for assessments. 
 Given that the researcher predicted a more consistently positive outcome of IB Diploma 
Programme high school social studies teachers in contrast to their non-IB teaching colleagues, it 
may be helpful for the IB and for school districts implementing the program to continue to track 
the effectiveness of professional development among IB teachers to ensure their learning.  
Guskey (2002) provided a framework for evaluating this professional development through a 
series of five levels.  Level one is related to participants’ reactions to professional development.  
Is the participant satisfied with their learning, and do they think it will be useful?  The IB 
consistently surveys teachers following their short-term, out-of-school trainings to gauge this 





and currently are the responsibility of individual schools and districts.  Level two focuses on if 
the teacher acquired the necessary knowledge and skills.  Level three focuses on if there is 
effective organizational (school, district, or IB) support of change and improvement over the 
longer term.  Level four focuses on if the teacher effectively applies the knowledge and skills 
into their daily experiences.  These are areas that could use much more extensive attention to 
ensure that teacher learning is embedded in ongoing school and districted practices.  Finally, 
level five of this model focuses on student learning outcomes.  The IB does measure student 
learning outcomes through global examinations and other assessments.  However, reflection on 
the outcomes of these exams—and the demonstration of the progress they may or may not 
indicate—happens at the school or district level.  As a result, the effectiveness of this reflective 
process likely is inconsistent and may not always be effective to ensure ongoing improvement of 
student and teacher learning. 
 As a researcher and practitioner with extensive experience with the IB and with teacher 
professional development, the author of this dissertation thus recommends that districts 
implementing IB Programs must recognize the challenges teachers face when implementing the 
substantial Diploma Programme curriculum and assessment requirements while additionally 
teaching in a program that has a global, experiential philosophy that differs so extensively from 
traditional classroom teaching.  Although the one-time, off-site workshops may be useful, the 
data from this research demonstrate that these workshops are not effective enough to provide 
lasting learning and effective change in relation to the global perspectives that have been 
evaluated by the survey used in this research.  As a result, it is imperative that schools and 
districts effectively provide the human and financial resources for IB Diploma Programme 





professional development related to the IB mission and learner profile, and plan for how to adapt 
their lessons to emphasize global perspectives, such as cognitive knowledge, intrapersonal affect, 
and interpersonal social responsibility.   
Often, IB Diploma Programme teachers are isolated in their buildings as the only person 
teaching their particularly subject (IB History, IB Psychology, etc.).  Schools and districts must 
recognize the complexity of this work and the challenge associated with not having peers in the 
same building with whom to collaborate on specific plans and assessments, and they must 
provide to teachers the time to continue to grow and to collaborate with peers in other schools 
and districts.  One effective way of ensuring that teachers can work together to support the global 
perspective learning of their students is for larger school districts (such as those studied in this 
research) or collections of smaller districts in close proximity to one another to bring teachers 
from all IB Diploma Programme schools together for collaborative planning.  Even occasional 
meetings for these teachers on professional development days can provide a forum for 
collaborative reflection and planning that can be maintained through ongoing electronic 
communication.  In order for this plan to occur, district-level IB leaders must work with school 
principals to ensure that principals will excuse these IB teachers from other duties during 
professional development days and will value and support the work in which these IB Diploma 
Programme teachers are engaged.  Sometimes, school principals may be reluctant to agree to 
allow IB Diploma Programme teachers to engage with colleagues at other schools rather than 
focusing on site-based initiatives.  However, this reluctance often can be overcome when the 
principal is reminded of the importance of the wonderful learning opportunities that are available 
to IB Diploma Programme students when their teachers effectively infuse the global mission into 





development and by evaluating and improving teachers’ learning through the methods discussed 
by Guskey (2002), teachers will have a more substantive opportunity to develop their global 
perspectives and relevant lessons for their students. 
Additionally, a few IB teachers provided comments related to the lack of diversity in 
their classroom as a result of school-based tracking systems or district-based policies that are re-
segregating schools.  Within these statements, teachers have noted that engaging students with 
diverse global perspectives occurs more naturally when classrooms themselves are diverse.  
These policies and practices are problematic to global perspective development, and it is 
essential that schools and classrooms are integrated to ensure that students have an effective 
context in which to interact with students of diverse backgrounds, consider varying perspectives, 
and take action to improve the world.  In order to alleviate these challenges, it is imperative that 
school districts monitor the sociodemographic diversity of each school to ensure that each 
individual school’s demographics roughly mirror the overall demographics of the district.  When 
there are significant differences from one school to another, districts must consider methods that 
will make positive changes, such as the addition of magnet programs or alterations in school 
assignment policies.  Additionally, schools must be cognizant of the students who choose to 
enroll in the IB Diploma Programme.  Are these students representative of the overall student 
body?  What real or perceived barriers are in place that may prevent a student from choosing to 
enroll in the Diploma Programme.  For example, are there test score requirements or pre-
requisite courses?  If so, to what extent are these requirements necessary, and do these or other 
requirements create a situation that ensures that IB Diploma courses are less diverse than other 





Finally, given the use of the Global Perspective Inventory in this research and its more 
limited previous applications to teacher professional development and K-12 teaching, it could be 
very useful for teachers and practitioners to apply the inventory in a variety of settings.  For 
example, it could be very useful for IB Diploma Programme Coordinators to engage their faculty 
with the inventory to reflect on their attitudes and teaching practices.  They could consider if 
there are areas for improvement and discuss methods for ensuring continued development of 
global perspectives.  During subsequent meetings during the school year, these teachers could 
reflect on their perspectives and values related to particular questions or scales of the inventory 
in order to focus on specific issues and ensure ongoing reflection.  Such an exercise would help 
teachers to remain focused on the global perspectives highlighted by the inventory.  
Additionally, the inventory could be used to evaluate school programs by comparing respondents 
from one school to another or one district to another.  Are there some groups of teachers who 
demonstrate higher levels of global perspectives than others, and what experiences have led these 
teachers to have more positive outcomes?  Can experiences that have led to more positive 
outcomes on the inventory then be replicated to other groups of teachers who work in other 
settings?  Through these sorts of reflections on the inventory, teachers can engage in ongoing 
reflection that will help them to focus on positive global learning opportunities. 
Directions for Further Research 
 This research project demonstrates several areas for future research.  First, given that the 
study has focused on teacher global perspectives, alternatively, what are the differences in global 
perspectives of students when comparing IB Diploma Programme students and their non-IB 
peers.  Even if IB teachers demonstrated equally developed (or less developed) global 





students are developing deeper or more enduring levels of global perspectives, are they a result 
of difference in the students and their experiences, a result of differences in the curriculum they 
are studying, a result of the social studies curriculum in particular, and/or a result of other aspects 
of the Diploma Programme? 
 Second, it would be useful to identify teachers who consistently demonstrate high levels 
of global competencies personally and, in turn, facilitate this development among their students.  
Then, through a series of interviews and observations, it would be of great interest to determine 
the specific practices they utilize in the classroom and to understand their conceptions of how to 
integrate global learning into their curriculum.  This research would inform practitioners and 
theorists of the best practices for global perspective development. 
 Additionally, it would be useful to engage in case studies of schools that provide 
exceptional professional development experiences for their teachers in order for them to serve as 
a model for best practices.  From a theoretical standpoint, one might recognize qualities that 
make professional development effective, particularly by embedding this professional learning 
within the daily experiences of teachers.  However, when put into practice in a complex system 
that includes daily demands and potentially conflicting initiatives, how do effective schools 
ensure that teachers have developed the competencies necessary for success?  
 Moreover, multiple regression analysis demonstrated that there was a highly significant 
negative correlation between years of teaching experience and responses to the interpersonal 
social interactions scale, indicating that increased years of teaching experience were correlated 
with lower levels of interpersonal social interactions.  Why were more experienced teachers less 





there for ensuring that teachers continue to interact effectively with diverse groups throughout 
their career? 
Conclusion 
 This mixed methods, convergent parallel design study utilized the Global Perspective 
Inventory (Global Perspective Institute, 2013) and related open-ended questions to compare and 
contrast the responses of International Baccalaureate Diploma Programme teachers with their 
peers who teach the standard high school social studies curriculum, situated in three large public 
school districts in one Southeastern US state.  In general, teachers in both groups scored 
similarly, but the IB teachers scored slightly but significantly lower on inventory scales that 
measured their self-understandings in relation to their backgrounds and their interactions with 
people of diverse other backgrounds.  However, when controlled for various sociodemographic 
variables, IB teachers demonstrated marginally higher self-ratings on the interpersonal social 
interactions scale.  Furthermore, the differences between these groups was corroborated through 
teachers’ qualitative responses to open-ended questions.  Additionally, teachers’ responses to 
open-ended questions demonstrated that teachers in both IB and non-IB groups who scored more 
highly on the quantitative inventory also generally had more detailed and nuanced global 
understandings.  Moreover, teacher responses to open-ended questions highlighted barriers to 
effective global education, including curricular inflexibility, student tracking systems, and re-
segregation.  Teachers also reflected that their globally-focused professional learning has been 
most effective when it has been ongoing over an extended period of time and has provided time 








Global Perspective Inventory and Open-Ended Questions 
University of North Carolina at Chapel Hill 
IRB Study #: 18-2328 
Principal Investigator: David P. Brooks  
The purpose of this research study is to gain an understanding of the global perspectives of high 
school social studies teachers in North Carolina.  You are being asked to take part in a research 
study because of your experience as a social studies teacher in the state. Being in a research 
study is completely voluntary. You can choose not to be in this research study. You can also say 
agree now to participate and change your mind later.  If you agree to take part in this research, 
you will be asked to answer a series of questions related to your global perspectives in addition 
to some demographic questions. Your participation in this study will take about 20-30 minutes. 
We expect that 150 people will take part in this research study. You can choose not to answer 
any question you do not wish to answer. You can also choose to stop taking the survey at any 
time. You must be at least 18 years old to participate. If you are younger than 18 years old, 
please stop now. The possible risks to you in taking part in this research are minimal because the 
questions address topics typically considered by high school social studies teachers. 
Furthermore, all responses will remain confidential. 
 
The possible benefits to you for taking part in this research are to help shape decisions regarding 
teacher professional development and curriculum materials. To protect your identity as a 
research participant, the research data will not be stored with your name, and the researcher will 
not share your personal information with anyone. In any publication about this research, your 
name or other private information will not be used. 
 
If you have any questions about this research, please contact the investigator named at the top of 
this form by calling (919) 461-0372 or emailing dpbrooks@email.unc.edu. If you have questions 
or concerns about your rights as a research subject, you may contact the UNC Institutional 
Review Board at 919-966-3113 or by email to IRB_subjects@unc.edu. 
 
By clicking on "Agree" below, you are demonstrating that you have read the above information 
and are providing consent to participate. 
• Agree   






The following questions provide information about your background and experiences. 
 
What is your age range? 
• 21-30   
• 31-40   
• 41-50  
• 51-60   
• 61-70   
• 71+    
 
What is your gender? 
• Female  
• Male   
• Other   
• Prefer not to respond   
 
How many total years have you been teaching? 
• Less than a year   
• 1-3   
• 4-6   
• 7-9   
• 10-12   
• 13-15   
• 16-18   
• 19-21   
• 22-24   
• 25-27   
• 28-30   
• 31+   
 
Approximately how much time have you spent outside the United States? 
• None   
• Less than 1 month   
• 1-3 months   
• 4-6 months   
• 7-12 months   
• 1-3 years   
• 4-6 years   
• 7-9 years   
• 10+ years   
 
How many countries have you visited outside the United States? 
• None   
• 1-3   
• 4-6  
• 7-9   








In what region(s) of the world have you been outside the United States? (Mark all that apply or 
leave blank if none apply.) 
• Antarctica   
• Australia   
• Canada   
• Eastern Asia   
• Eastern Europe   
• Mexico, Central America, or the Caribbean   
• Middle East   
• North Africa   
• Pacific Islands   
• South America   
• Sub-Saharan Africa   
• Western Asia   
• Western Europe   
• Other (please specify)  ________________________________________________ 
 
What language(s) do you speak other than English, if any? 
________________________________________________________________ 
 
How do you rate your fluency in your most advanced language other than English? 
• None   
• Beginning   
• Moderate   
• Advanced   
• Highly Advanced  
• Native Speaker   
 
Have you taught any Advanced Placement social studies courses? 
• Yes  
• No   
 
If you have taught one or more Advanced Placement social studies courses, have you attended 
official College Board training? 
• Yes   
• No   






If you have taught one or more Advanced Placement social studies courses but do not currently, 
how many years has it been since you taught the course(s)? 
• Less than a year 
• 1-3   
• 4-6   
• 7-9   
• 10-12   
• 13-15   
• 16-18   
• 19-21   
• 22-24   
• 25-27   
• 28-30  
• 31+  
 
Have you taught any International Baccalaureate Diploma Programme courses? 
• Yes 
• No  
 
If you have taught one or more International Baccalaureate (IB) Diploma Programme courses, 
have you attended official IB training? 
• Yes  
• No  
• N/A--I have not taught IB Diploma Programme social studies courses  
 
If you have taught one or more International Baccalaureate Diploma Programme social studies 
courses but do not currently, how many years has it been since you taught the course(s)? 
• Less than a year 
• 1-3  
• 4-6   
• 7-9   
• 10-12   
• 13-15   
• 16-18   
• 19-21   
• 22-24   
• 25-27   
• 28-30   
• 31+  
137 
 
Using the slider below, please indicate the number of years you have taught the following 
academic or honors courses. If you have not taught the course, you will leave the slider at 0. 
 0 5 10 15 20 25 30 35 40 
 
20th Century Civil Liberties and Civil Rights 
 
21st Century Global Geography 
 
African American Studies 
 
American History 1, 2, or US History 
 
American Humanities  
 
American Indian Studies  
 
Civics and Economics 
 
Latin American Studies  
 
Law and Justice 
 
Lessons of Vietnam 
 






The Cold War 
 
Turning Points in American History  
 
World Humanities  
 








Using the slider below, please indicate the number of years you have taught the following 
International Baccalaureate Diploma Programme courses. If you have not taught the course, you 
will leave the slider at 0. 
 0 5 10 15 20 25 30 35 40 
 
IB Economics  
 
IB Geography  
 
IB Global Politics  
 
IB 20th Century Topics/History  
 
IB History of Europe  
 
IB History of the Americas  
 
IB Philosophy  
 
IB Psychology  
 
IB Social and Cultural Anthropology  
 
IB Theory of Knowledge  
 
IB World Religions  
 









Using the slider below, please indicate the number of years you have taught the following 
Advanced Placement courses. If you have not taught the course, you will leave the slider at 0. 
 0 5 10 15 20 25 30 35 40 
 
AP Capstone: Research  
 
AP Capstone: Seminar  
 
AP Comparative Government and Politics  
 
AP European History  
 
AP Human Geography  
 
AP Macroeconomics  
 
AP Microeconomics  
 
AP Psychology  
 
AP US Government and Politics  
 
AP US History  
 
AP World History  
 




Choose the extent to which you agree or disagree with each of the following statements. There is 
no time limit, but try to respond to each statement as quickly as possible. There are no right or 
wrong answers, only responses that are right for you. You must complete every item for your 








Agree Neutral Disagree 
Strongly 
Disagree 




tends to have 
the better 
approach.  
o  o  o  o  o  
I have a 
definite 
purpose in 
my life.  
o  o  o  o  o  







o  o  o  o  o  
Most of my 
friends are 
from my own 
ethnic 
background. 
o  o  o  o  o  
I think of my 




o  o  o  o  o  
Some people 
have a culture 
and others do 
not.  
o  o  o  o  o  
In different 
settings what 
is right and 
what is wrong 
is simple to 
determine. 








Agree Neutral Disagree 
Strongly 
Disagree 
 o  o  o  o  o  






o  o  o  o  o  
I know who I 
am as a 
person  







from my own.  
o  o  o  o  o  






o  o  o  o  o  
I am willing 




others.   
o  o  o  o  o  
I understand 
the reasons 






o  o  o  o  o  








Agree Neutral Disagree 
Strongly 
Disagree 
I work for the 
rights of 
others  
o  o  o  o  o  
I see myself 
as a global 
citizen.  
o  o  o  o  o  

















o  o  o  o  o  















o  o  o  o  o  
  
 















what is true in 
the world.  
o  o  o  o  o  
I know how 
to analyze the 
basic 
characteristics 
of a culture.  
o  o  o  o  o  
I am sensitive 




o  o  o  o  o  







o  o  o  o  o  
I frequently 
interact with 













o  o  o  o  o  








Agree Neutral Disagree 
Strongly 
Disagree 






o  o  o  o  o  


















in my life.  
o  o  o  o  o  
I rarely 
question what 
I have been 
taught about 
the world 
around me.  
o  o  o  o  o  








o  o  o  o  o  
















o  o  o  o  o  
I am open to 
people who 
strive to live 
lives very 
different from 
my own life 
style. 
o  o  o  o  o  
Volunteering 




o  o  o  o  o  
I frequently 
interact with 
people from a 
country 
different from 
my own.  
o  o  o  o  o  
 
 
Please answer the following open-ended questions.  
 



















In what ways, if any, do you encourage your students to engage with multiple perspectives of 























What professional development, if any, has assisted you in encouraging cultural and/or global 







What professional development, if any, would you like to experience to help you encourage 







What concerns do you have or barriers have you experienced, if any, in relation to encouraging 
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